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ABSTRACT
The purpose of this case study was to understand how teacher-student relationships influence
classroom management of students with challenging behaviors for teachers of ninth- grade
Multi-tiered System of Supports (MTSS) students at Blue High School. The theory guiding this
study was Glasser’s choice theory. All human behavior is driven by the desire to satisfy the five
basic needs: survival, freedom, fun, power, and love. Behaviors happen because of personal
choices made in an attempt to fulfill those needs. This idea served as a framework for all
research and data collection. The method used for this case study was qualitative with a multicase study design. A distinct analytical approach was used to understand how teacher-student
relationships influence classroom management of students who display challenging behaviors.
This study consisted of ten10 to twelve 12 teachers who teach ninth-grade students in the MTSS
program at Blue High School. Observations of teachers were recorded, and interviews followed
the completion of those observations. Further, document analysis was used regarding students’
discipline records provided by the principal of Blue High School. Yin’s research design guided
all research procedures. Data analysis was completed along with, pattern matching, explanation
building, and cross-case synthesis that analyzed all collected information on the themes of
communication, inconsistent teacher response, inclusion and belonging, teacher- student
relationships, and correcting challenging behaviors.
Keywords: MTSS, classroom management, behavior management, teacher-student
relationships, challenging behavior, Glasser’s choice theory
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CHAPTER ONE: INTRODUCTION
Overview
The following chapter provides the groundwork for this study that addressed the problem
of students engaging in inappropriate behavior that diminishes the learning process and impedes
the overall classroom environment. It overviews the historical and theoretical concepts that have
influenced special education changes and highlights the difficulties in implementing equitable
education for all students. Further, these sections address how current policies and practices
ensued. Chapter Oone also explores the purpose of this study and provides the problem that
guides the research. Finally, research questions framing the study are listed along with
definitions that clarify any unfamiliar terms or phrases necessary to comprehend better the
research presented.
This section outlines the issue regarding high school teachers not having proper training
in classroom management, the importance of teacher-student relationships, all while teaching
ninth-grade students in the Multi-Ttiered System of Supports program (MTSS). According to
Battal et al. (2020), MTSS is defined as a research-based model that incorporates community
behavioral health services and tiered instruction in social-emotional skills and behavioral health
evaluations. Throughout the program, all services and plans are driven by data-based decisionmaking (Briesch et al., 2020; Charlton et al., 2020; Scott et al., 2019; Sobeck & Reister, 2020;
Scott et al., 2019). In this three-tiered approach to intervention, the goal is to focus on strategies
that minimize challenging behaviors and disruptions in the classroom (Briesch et al., 2020;
Charlton et al., 2020; Scott et al., 2019; Sobeck & Reister, 2020; Scott et al., 2019). For this
study, challenging behavior is defined as “any behavior that undermines the teacher’s ability to
establish and maintain an effective learning experience in the classroom” (Ye et al., 2019, p.
112). MTSS also streamlines students getting additional support necessary to perform on grade
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level through consistent data collection and addressing the whole child’s needs (Scott et al.,
2019; Blackburn & Witzel, 2018; Brown-Chidsey & Bickford, 2016; Scott et al., 2019).
Background
This section begins by discussing the background of special education. It reviews the
Individuals with Disabilities Education Act (IDEA) and other laws that influenced modern
special education reforms. It discusses Free and Appropriate Education (FAPE) for all students
and its impact on the MTSS program. Further, it addresses the history and societal implications
of MTSS. A link is established between the reforms in special education and their influence on
MTSS and its effectiveness. Finally, a brief theoretical and societal connection to the current
study is provided.
Historical Context
In 1972, the first federal laws mandated Free Appropriate Public Education (FAPE) for
all students (Draper, 2020; McKenna et al& Brigham, 2019; Zirkel, 2013). Following the
implementation of those laws, in 1975, The Education of All Handicapped Children Act
guaranteed FAPE to all children with disabilities (Draper, 2020; Lim, 2020; Draper 2020).
Schools were also required to evaluate students and provide an individualized education plan
program(IEP) that would emulate the educational experience of a non-disabled child as much as
possible (The Education of All Handicapped Children, 1975). In 2004, Ccongress expanded and
renamed the law to the Individuals with Disabilities Education Act, or IDEA (Butler & MondaAmaya, 2016; Cumming et al., 2019; Draper, 2020; Lim, 2020). This new legislation detailed
who could receive special education services and the specifics of those accommodations (Draper,
2020; Kurth et al., 2019; Parker et al., 2016; Zirkel, 2013). Included in these laws was the ability
for families to have a non-bias evaluation determining if a student has a disability or needs other
services provided by the school (Bohanon et al., 2021;: Sailor et al., 2021). It also required that
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students with disabilities’ education be provided in the least restrictive environment (LRE)
(Draper, 2020). According to the IDEA, students should only be removed from a traditional
educational setting if the needs of the student cannot be met with different supports and aids in
the general education classroom (Barile et al., 2011; Kurth et al., 2019; Lim, 2020; Parker et al.,
2016).
After the implementation of IDEA and other inclusion methods, teachers have reported
that they continually face more students with behavioral difficulties; these difficulties have
resulted in complications in implementing effective classroom management strategies (Hart &
DiPerna, 2017; McCart & Miller, 2020; Nie & Lau, 2009; Sobeck & Reister, 2020). Research
has shown that students in poorly managed classrooms are more likely to take part in distractive
behavior, and as a result, perform lower academically (Charleton et al., 2020; McCart & Miller,
2020;: Sobeck & Reister, 2020). To accommodate this influx in challenging behavior in the
classroom, schools have adopted MTSS that responds to behavioral and academic issues in an
evidence-based manner (Morrison et al., 2020; Parker et al., 2016; Sailor et al., 2021; Scott et al.,
2019).
Social Context
Morrison et al. (2020) indicated that the MTSS framework could address several
important outcomes, including the early detection of at-risk students, improvement in overall
student behavior, and developing a method to identify students for special education. MTSS
provides teachers the means to manage challenging classroom behaviors by offering proactive
strategies to avoid behavioral issues (Charlton et al., 2020; Briesch et al., 2020; Scott et al., 2019;
Sobeck & Reister, 2020; Scott et al., 2019; Splett et al., 2018). According to Mitchell et al.
(2018), practicing preventative behavior strategies reduces the need for punishment. It also
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improves the classroom dynamic between teachers and students (Battal et al., 2020; Belser et al.,
2016; Blackburn & Witzel, 2018; Mitchell et al., 2018). Research has shown that there is an
overwhelming unanimity that students who receive early intervention for behavioral issues, and
social-emotional challenges, are likely to have fewer issues later in life (Belser et al., 2016;
Braun et al., 2020; Belser, 2016; Freeman et al., 2017; Verlenden et al., 2020). However, even
with the immense need, many children still can still not receive the necessary support and
interventions to avoid detrimental health and educational consequences (Freeman et al., 2017;
Lim, 2020; Morrison et al., 2020; Verlenden et al., 2020). School-based support models, such as
MTSS, can provide prevention programs, implement anallow for early intervention, and improve
the quality of mental health in schools by avoiding potential problems before they occur (Belser
et al., 2016; Verlenden et al., 2020; Freeman et al., 2017; Scott et al., 2019; Verlenden et al.,
2020).
Theoretical Context
Learning is a continual adaptive process. Skinner (1953, 2013) concluded that immediate
outcomes control the phenomenon of human nature. Whether a response will be repeated in the
future is determined by the consequences that follow that particular response (Coşkun, 2019).
The theory of operant conditioning views human behavior as regulated by feedback rather than
its immediate consequences (Skinner, 1953). Skinner (1953, 2013) believed that humans tend to
adjust their responses based on whether their behaviors are rewarded or reinforced over time
(Baum, 1981; Coşkun, 2019). The choice of responding is then made by examining whether the
consequence to a specific action is usually positive or negative (Baum, 1981; Coşkun, 2019;
Skinner, 1953).
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Similarly, Glasser’s (1998) choice theory analyzes human behavior and explores the
inner workings of the motivation to behave responsibly. Choice theory discusses the decisionmaking process and specifically what one does when facing conflict (Erikson, 2013). Glasser
(1998) stressed that all decisions that humans make are an attempt to satisfy one of their basic
needs. These five basic needs are within inherent to our human nature, and when applied to one’s
daily life, the quality of living can drastically improve (Frey & Wilhite, 2005; Glasser, 1986,
1998). According to Glasser (1986), when we satisfy the basic needs, love and belonging, power,
fun, survival, and freedom, and do so without irritating others, we can experience true happiness.
These needs drive all human behaviors and experiences (Frey & Wilhite, 2005; Glasser, 1998).
Moreover, Glasser’s (1986) findings concluded that making the correct choice is easy
when the result is clear. People will almost always select the option that helps them the most
(Glasser, 1986, 1998; Glasser & Glasser, 20101998). Yet, when one is met with a range of
different choices, various components are considered, and as are the probable odds of the various
possible outcomes of each option and the result of each outcome (Erikson, 2013; Glasser, 1986,
1998). These findings are especially true when it comes to relationships. Glasser and& Glasser
(1998) stated, “Iif people wish to remedy the destructive effects of controlling others and
allowing ourselves to be controlled, we need an alternative that enables people to make better
choices” (p. 332). These better choices can allow one to pursue happiness in satisfying
relationships instead of simply finding happiness from persuading people to do something in
ways that we deem best (Glasser & Glasser, 1998). The reasoning behind choice theory can be
encapsulated in ten 10 different axioms (Glasser, 1986). These axioms provide justification and
knowledge into the four relationship types: adult- to- adult partnership, parent and child, teacher
and student, and manager-employee relationships (Glasser & Glasser, 1998).
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Problem Statement
The problem is students are engaging in inappropriate behavior that impedes the learning
process and diminishes the overall classroom environment (McCart & Miller, 2020; Freeman et
al., 2017; Kennedy et al., 2020; Kwok, 2017; McCart & Miller, 2020; Snyder et al., 2011).
Research has shown that classroom management consistently ranks as the most significant
challenge for teachers (Bohanon et al., 2021; Braun et al., 2020; Cumming et al., 2019; Fallon et
al., 2019; Hickey et al., 2017; Kwok, 2017; Larson et al., 2018: Sailor et al., 2021; Splett et al.,
2018). Unfortunately, few schools or teacher preparation programs provide training on handling
challenging behaviors in the classroom (Bohanon et al., 2021; Braun et al., 2020; Cumming et
al., 2019; Kwok, 2017). When teachers are not prepared to address challenging behaviors
adequately, minor disruptions could cause an escalation in student behavior and result in harsher
punishments (Berry,; 2012; Butler & Monda-Amaya, 2016; Cadima et al., 2016). Kwok (2017)
emphasized the importance of teacher-student relationships, as they have often been associated
with higher instances of student attentiveness, engagement, and lower disruptive behaviors in the
classroom. How students interact with their teacher plays a significant role in the developing
students’development of their self-worth and how comfortable they feel in their surroundings
(Braun et al., 2020; Freeman et al., 2017; Hickey et al., 2017; Kwok, 2017; Larson et al., 2018).
Romi et al. (2016) found that teachers’ classroom management style is affected by what they
believe is a disruption or a discipline problem.

Research indicates that students who

demonstrate challenging behaviors are often left out of instruction as they are regularly assigned
to an isolated setting or removed from the classroom to receive punishment (Bohanon et al.,
2021; Cadima et al., 2016; Cumming et al., 2019; McLeskey et al., 2010; MacSuga-Gage &
Gage, 2015). This time away from instruction is often why these students continue to fall behind
their peers (Braun et al., 2020; Cadima et al., 2016; Larson et al., 2018; MacSuga-Gage & Gage,
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2015). Therefore, it is imperative that teachers create controlled, well-managed classrooms that
allow all students, especially those who are academically at risk, to remain in the school
(Freeman et al., 2017; Kennedy et al., 2021; MacSuga-Gage & Gage, 2015).
Glasser’s (1998) research explains that the intent behind a student’s challenging behavior
is not to interrupt instruction; instead, it is a frustrated student trying to fulfill a need that is not
being met. Research has indicated that classroom management and positive teacher-student
relationships are essential for creating an effective learning environment (Fallon et al., 2019;
Hickey et al., 2017; Larson et al., 2018;: Sailor et al., 2021; Splett et al., 2018). However,
researchers have not been able to identify how teacher-student relationships influence classroom
management of challenging behaviors (Daunic et al., 2013; Sailor et al., 2021; Snyder et al.,
2011; Woodcock & Reupert, 2013). Further, the literature is unclear how establishing and
maintaining these relationships affect teachers’ ability to manage challenging behaviors in the
classroom (Fallon et al., 2019; Hickey et al., 2017; Sailor et al., 2021). Therefore, this issue of
ineffective classroom management regarding challenging behaviors needs further exploration.
Purpose Statement
The purpose of this multiple case study is to understand how teacher-student relationships
influence classroom management of students with challenging behaviors. Classroom
management is generally defined as “a system that provides students with more opportunities to
learn and encompasses all things a teacher does to organize students, space, time, and materials
for learning to take place” (Naglar, 2016, p. 163). The theory guiding this study is Glasser’s
choice theory. It explains that humans have five basic needs: survival, power, love and
belonging, freedom, and fun, and every decision made is to satisfy those needs (Erickson, 2013;
Glasser, 1986; Erickson, 2013). Teachers should identify and fulfill their students’ needs that
their students require, as all behaviors are motivated by one’s basic needs (Glasser, 1986).
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Significance of the Study
According to Hickey et al. (2017), 10% to -15% percent of all children are likely to
engage in disruptive behavior in the classroom. These children need to be adequately supported
to develop a positive social and academic adjustment throughout their educational career (Hickey
et al., 2017; Jennings & Greenberg, 2009; Kennedy et al., 2021; Jennings & Greenberg, 2009;
Larson et al., 2018). For this support to happen, teachers need to have practical behavior
management skills, or they risk hindering students’ capacity to learn, their ability to focus on
academics, and opportunity to learn proper socialization skills (Hickey et al., 2017; Kennedy et
al., 2021; Lopes et al., 2012; McCart & Miller, 2020; Scherzinger & Wettstein, 2019). Milner
and Tenore (2010) expanded on this idea by asserting that time is taken away from instructional
learning when teachers are focused on managing behavioral issues.
However, classroom management is not just the ability to control disruptive behavior
(Larson et al., 2018; Morrison et al., 2020; Nemer et al., 2019; Ye et al., 2021). Effective
classroom management includes creating and sustaining an environment where teaching and
learning can occur (Fredericks et al., 2016; Naglar, 2016; Rutledge et al., 2015; Naglar, 2016; Ye
et al., 2021). Part of creating this successful learning environment includes having the ability to
interact with students and develop effective teacher-student relationships (McCart & Miller,
2020; Ye et al., 2021; Roorda et al., 2011; Sailor et al., 2021; Ye et al., 2021). Research shows
that quality teacher-student relationships have been linked to students’ development of positive
social functioning, decreased behavior issues, and higher academic achievement (Crosnoe et al.,
2004; Fallon et al., 2019; Larson et al., 2018; Roorda et al., 2011; Scherzinger & Wettstein,
2019). If teachers cannot build positive relationships with students and control disruptive
behavior, it can be detrimental to a child’s development (Fredericks et al., 2016; Hickey et al.,
2017; Jennings & Greenberg, 2009; Larson et al., 2018; Nemer et al., 2019). Further, if teachers
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cannot control a child’s problematic behavior and consistently sends them out of the room for
punishment, they are missingthe child misses crucial learning opportunities (Kwok, 2017;
MacSuga-Gage & Gage, 2015; Rutledge et al., 2015; Splett et al., 2018). When students are not
in the classroom due to the consequences of their disruptive behavior, they continually fall
behind their peers (Bohanon et al., 2021; Milner & Tenore, 2010;: Scherzinger & Wettstein,
2019).
The immediate effects of this study can provide administrators with a clear course of
action to find and help teachers in their institution that struggle with building teacher-student
relationships and managing students with behavioral issues. Furthermore, this study’s results
could explain why some teachers struggle with maintaining relationships and managing
challenging students in the classroom (Fredericks et al., 2016; Hickey et al., 2017). The findings
of this study could be used to create professional development to help teachers establish a better
classroom environment in the future (Bohanon et al., 2021; Milner & Tenore, 2010; Wang &
Fredericks, 2014; Woodcock & Reupert, 2013). Hart and& DiPerna (2017) discussed that most
teacher training programs do not address managing students who exhibit challenging behaviors.
Schools do not provide professional development to learn effective ways to help these students.
This absence of training from preservice programs is still problematic even after teachers have
expressed their need for more guidance (Hart & DiPerna, 2017; MacSuga-Gage & Gage, 2015;
Nemer et al., 2019; Ye et al., 2021). Teachers who do not feel supported or believe they do not
have proper tools to control situations in their classroom could cause a higher percentage of a
teacher tomay be more likely to burn out. Tsouloupas et al. (2010) concluded that the most
common reason for teacher resignation and burnout stems fromis the misbehaviors they deal
with in the classroom. This research could provide administrators insight into helping their
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teachers feel more prepared in the classroom and avoid high levels of frustration (Hickey et al.,
2017; Scherzinger & Wettstein, 2019; Tsouloupas et al., 2010; Ye et al., 2021).
Research Questions
The following research questions provide a framework for this study. Questions were
developed in the early phases of research to convey the study’s objectives as they relate to the
participants’ experiences. All research questions were designed to understand how teacherstudent relationships influence classroom management of students with challenging behaviors.
They also address how inappropriate behavior diminishes students’ ability to learn and affects
the overall environment in the classroom.
Central Research Question
Why are student responses inconsistent with teachers’ methods of correcting challenging
behavior in the classroom?
Subq Question One
How does establishing and maintaining teacher-student relationships affect the teacher’s
ability to manage problem behaviors in the classroom?
Subq Question Two
How do teachers establish classroom management skills with students who display
challenging behaviors?
Subq Question Three
In the classroom, how do teachers meet the students’ needs of love and belonging,
pursuant to Glasser’s choice theory?
Definitions
1. Multi-Ttiered System of Supports (MTSS) - A best practice model that includes
community behavioral health services incorporated through an interconnected systems
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framework, tiered instruction in social-emotional skills, tiered behavioral health
assessment procedures, and data-based decision making (Battal et al., 2020, p. 1476).
2. Classroom management - Provides students with more opportunities to learn all the
things that a teacher does to organize students, space, time, and materials so that students´
learning can occur (Naglar, 2016, p. 163).
3. Teacher-student relationships - The relationship between teachers and students positively
affects their academic success (Cadima et al., 2016).
4. Challenging behaviors- Any behavior that undermines the teacher’s ability to establish
and maintain an effective learning experience in the classroom (Ye et al., 2021, p. 112).
5. Effective learning environment - A learning environment where problem behaviors are
prevented, students can build social-emotional competency, disproportionate
exclusionary discipline is reduced, and learning can occur (Hart and & DiPerna, 20117,
p. 2).
6.

Attitude - Attitude is a psychological tendency that involves evaluating a particular
object with some degree of favor or disfavor (Eagly & Chaiken, 1993).
Summary
Chapter Oone presented a brief description of the study and its potential impact on

methods of teachers’ classroom management strategies. It has been widely reported that
managing challenging classroom behavior is consistently an issue. Unfortunately, few districts,
or teacher preparation programs, provide teachers with the tools to control any behavioral issues
that arise adequately. Having effective teacher-student relationships has also been proven to
lessen classroom disruptions. While it is understood that creating strong teacher-student
relationships can create a better learning environment, little has been discovered about why only
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some teachers successfully manage behavioral issues and develop meaningful relationships with
students.
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CHAPTER TWO: LITERATURE REVIEW
Overview
A systematic review of the literature was conducted to explore teachers’ lack of
classroom management skills concerning behavioral management strategies and teacher-student
relationships regarding challenging behaviors. This chapter will present a review of the current
literature related to the topic of study. In the first section, Glasser’s choice theory will be
discussed, followed by a synthesis of recent literature regarding the history of special education,
Multi-tiered System of Supports (MTSS) and its origin, and teacher training programs. Behavior
management strategies, social-emotional learning, relationships with students, and engagement
strategies will also be examined. In the end, a gap in the literature will be identified, presenting a
likely need for the current study.
Theoretical Framework
Glasser’s choice theory guidesprovides the theoretical framework for this study. The
section explains Glasser’s basic needs of survival and how they are related to teacher-student
relationships and behavior management. Glasser’s ideology is used to structure essential aspects
of the study. The ideas behind choice theory guide the research and procedures regarding how
Glasser’s concepts explain the ideas behind teacher-student relationships, behavior management,
and engagement.
Glasser’s Choice Theory
Choice theory analyzes the decision-making process and mainly what people do when
confronted with conditions of a threat or ambiguity (Erikson, 2013). Every decision a human
being makes is an attempt to satisfy one of their basic needs (Frey & Wilhite, 2005; Jooybari et
al., 2018; Platt, 2018). The five basic needs are love and belonging, power, fun, survival, and
freedom (Glasser, 1986; Glasser, 1998; Glasser & Glasser, 2010). These five basic needs are


27


built into ourhumans’ genetic structure, and understanding and applying them can improve one’s
quality of life (Frey & Wilhite, 2005; Glasser, 1986,; Glasser 1998; Wubbolding, 2015).
In pursuant to Glasser’s (1998) work, the basic need of survival is characterized as the
inherent desire to survive individually. In an educational setting, students need survival to obtain
academic success and to feel secure in their relationships with students and peers (Frey &
Wilhite, 2005; Glasser, 1986; Frey & Wilhite, 2005; Wubbolding, 2015). Glasser’s (1986) next
basic need is that of belonging. According to Glasser (1986), to feel a sense of belonging, we one
must connect with others through cooperation, sharing, showing care, and being engaged with
others and their needs. In the classroom, students long for acceptance from their teachers and
peers, want to know they are making a significant contribution to the overall learning
environment, and understand their presence is essential to those who are most meaningful to
them (Glasser, 1986; Glasser, 1998; Glasser & Glasser, 2010; Jooybari et al., 2018; Platt, 2018;
Wubbolding, 2015). The next basic need, according to Glasser and& Glasser (2010), is power
and self-worth. For students to feel a sense of self-worth, they need to feel empowered, worthy
and achieve success (Frey & Wilhite, 2005; Jooybari et al., 2018; Kutlu & Pamul, 2015; Platt,
2018; Wubbolding, 2015). Power is not referencing the exploitation or dominance over others
but instead feeling the need to be feel capable and able in their one’s environment (Glasser,
1998).
When referring to freedom as a basic need, Glasser (1986) defined the term as the need
for independence and autonomy. He also stated that freedom encompassed the idea that people
are permitted to make their own choices, create, explore, love freely, and be provided with
enough space to feel unrestricted when making those choices at their free will (Frey & Wilhite,
2005; Glasser & Glasser, 2010; Frey & Wilhite, 2005). Students need to be given the option to
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work independently, in both physical and physiological aspects, to achieve independence and
autonomy in the classroom (Frey & Wilhite, 2005: Jooybari et al., 2018; Kutlu & Pamul, 2015;
Wubbolding, 2015).
The final basic need, according to Glasser (1986), is fun. The need for fFun can be
described simply as the psychological want to feel enjoyment. Frey and& Wilhite (2005)
described fun as “experiencing enjoyment, pleasure, relaxation, laughter, and learning” (p. 157).
For students to have fun at school, teachers and administrators need to recognize the positive
impact of learning and being around friends (Erikson, 2013; Frey & Wilhite, 2005; Glasser,
1986; Wubbolding, 2015). When developing lessons, teachers who incorporate choice theory
practices can ensure classroom activities are designed to satisfy students’ needs (Glasser &
Glasser, 1998). When students’ needs are met, they are less likely to attempt to fulfill those
needs in a disruptive manner (Frey & Wilhite, 2005; Glasser & Glasser, 20101998; Jooybari et
al., 2018; Kutlu & Pamul, 2015; Wubbolding, 2015).
In this study, participants will bewere asked questions guided by Glasser’s choice theory
regarding classroom management and teacher-student relationships. These questions will allow
readers to understand how the guiding principles of the choice theory are implemented into
classroom management styles and the effectiveness of that incorporation. Further, this study will
examines teacher-student relationships through the lens of choice theory by conducting through
observations and interviews. After all data is were collected, results and themes will bewere
analyzed and compared to the ideas presented in Glasser’s theory. The results of the study will
use the concepts of choice theory to create assumptions based on the research questions.
Related Literature
This section describes the literature used to support and frame the study. It discusses the
beginning laws regarding special education and the changes added as times progress. Further,
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this section discusses the history of the Multi-Tiered System of Supports (MTSS) and explains
the effect of the program on behavior management and teacher-student relationships.
Background Information
In 1997, under the direction of President Clinton, the Individuals with Disabilities
Education Act (IDEA) was revised to ensure students with disabilities had access to a fair and
appropriate educationFAPE. It also made advancements in educational performance for both the
general and special education curriculums (Bessette & Willis, 2007; Lim, 2020; Nacerlio, 2017;
Rooney, 2018; Yell et al., 1998). A significant addition to these amendments affected the
discipline of students with disabilities (Lim, 2020; Nacerlio, 2017; Rooney, 2018; Yell et al.,
1998). Congress added a section to the act to create safe and orderly environments conducive to
learning for all students, regardless of disability (Bessette & Willis, 2007; Lim, 2020; Sugai &
Horner, 2009; Yell et al., 1998). In 2004, the reauthorization of the IDEA was signed into law to
improve the intention to align with the No Child Left Behind Act (NCLB) in 2001 (Nacerlio,
2017; Sugai & Horner, 2009). The U.S. Department of Education emphasized ten 10 areas to
align better the needs highlighted in both the No Child Left Behind Act NCLB and IDEA (Lim,
2020; Nacerlio, 2017; Rooney, 2018; Sugai & Horner, 2009). These areas included more precise
definitions of the specific language used in special education, allowing the use of funds at the
school and state level for credible programs and activities for students with special needs, stricter
reporting requirements, and advanced qualifications for special education teachers (Lim, 2020;
Nacerlio, 2017; Rooney, 2018; Sugai & Horner, 2009; Yell et al., 1998).
Additional amendments to IDEA also included proactive strategies for those students
who have disabilities and behavior problems (Barger et al., 2018; MacLeod, 2017; Skiba et al.,
2008; Yell et al., 1998). The individualized education plan (IEP)program must consider
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strategies, supports, and positive behavior interventions to help address these issues (Lim, 2020;
MacLeod, 2017; Nacerlio, 2017; Rooney, 2018; Sugai & Horner, 2009; Yell et al., 1998). When
these amendments and behavioral modifications are necessary, specific interventions are
developed to prevent disruptive behaviors from occurring in the classroom (DePaul et al., 2011;
MacLeod, 2017; Rooney, 2018). DePaul et al. (2011) defined behavioral interventions as
adjustments to the child’s environment addressing disruptive behavior. Preemptive actions are
often put in place to try and stop specific events that may trigger certain problem behaviors
(Barger et al., 2018; DePaul et al., 2011; MacLeod, 2017).
Before the 2004 reauthorization of the IDEA, lawmakers developed concerns about
screening and advancing educational outcomes for students with learning disabilities (LD)
(Barger et al., 2018; Bradley et al., 2002). These advanced educational outcomes followed after
establishingthe establishment of the Learning Disabilities Initiative by the Office of Special
Education Programs and the U.S. Department of Education (Bradley et al., 2002; Sugai &
Horner, 2009; Yell et al., 1998). One of the initiative’s main goals was the formation of several
unanimous allegations about learning disabilities (Lim, 2020; Nacerlio, 2017; Sugai & Horner,
2009). A need was established for methods beyond employing an educational achievement
discrepancy formula to detect students with learning disabilities LD (Bessette & Willis, 2007;
Sugai & Horner, 2009). The Office of Special Education Programs observed a critical need for
scientifically based, effective intervention, which was emphasized as a promising and practical
means for “identification and improving instructional outcomes” (Sugai & Horner, 2009, p. 225).
Response to intervention (RTI) started developing in special education to offer alternative ways
to identify students with learning disabilities LD and improve those students’ academic success
(Bradley et al., 2002; MacLeod, 2017; Nacerlio, 2017; Sugai & Horner, 2009).
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MTSS Process
Multi-Tiered System of Supports (MTSS) is an integrated set of practices and
interventions targeting academic and behavioral issues in students (Belser et al., 2016; Blackburn
& Witzel, 2018; Sailor et al., 2021). MTSS provides an opportunity to help schools achieve the
goal of total inclusion in the classroom (Bradshaw et al., 2008; Sailor et al., 2021). Initially,
general education adopted tiered instruction through special education practices (Belser et al.,
2016; McCart and & Miller, 2020; Sailor et al., 2021; Scott et al., 2019; Sailor et al., 2021). The
program was modeled from two educational studies conducted through Vanderbilt University
and the University of Kansas (Sailor et al., 2021). The early studies focused on helping
struggling readers and developing data to determine their eligibility for special education
(Briesch et al., 2020; Sailor et al., 2021). In 2008, tThe Kansas State Department of Education
became the first to begin a state-wide initiative that combined different intervention strategies
into what is now known as MTSS (Scott et al., 2019; Sailor et al., 2021; McCart and & Miller,
2020; Sailor et al., 2021; Scott et al., 2019).
Initially, when schools deemed a child needed to be tested for a learning disability, the
intelligence quotient IQ achievement discrepancy model was used. Students’ intelligence
quotient (IQ) was tested and compared to national averages in different subject areas (Blackburn
& Witzel, 2018; Braun et al., 2020; Briesch et al., 2020; Sonju et al., 2019). The difference
between the child’s IQ and that of the state and national average determined if a child was
eligible for special education services (Blackburn & Witzel, 2018; Freeman et al., 2017; McCart
& Miller, 2020; Sailor et al., 2021; Scott et al., 2019; Sailor et al., 2021: McCart and Miller,
2020). However, states chose what part of the IQ discrepancy model to disclose. This caused
students to be eligible for special education services in one condition but not another (Blackburn
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& Witzel, 2018; Bohanon et al., 2021; Mitchell et al., 2018). Law makers were conflicted about
what to do with students who were struggling academically but did not qualify for services based
on the IQ achievement discrepancy model (Blackburn & Witzel, 2018; Mitchell et al., 2018;
Morrison et al., 2020; Sonju et al., 2019; Sugai & Horner, 2009). Often, students would be
refused services and would receive little to no educational supports during the school year
(Bradshaw et al., 2008; Briesch et al., 2020; Scott et al., 2019). Not having the proper support
often led to students becoming even farther behind their peers and leading to even more
academic decline and instability (Blackburn & Witzel, 2018; Freeman et al., 2017; Mitchell et
al., 2018; Morrison et al., 2020; Scott et al., 2019). Therefore, to obtain the extra help that special
education services provide, students had to fail to prove interventions were needed (Morrison et
al., 2020; Scott et al., 2019; Sailor et al., 2021; Scott et al., 2019; Sonju et al., 2019; Sugai &
Horner, 2009). This diagnostic approach created larger gaps in a child’s learning due to their
constantly struggle to understand academic material and missing crucial early learning standards
(Blackburn & Witzel, 2018; Bohanon et al., 2021; Charlton et al., 2020; Mitchell et al., 2018). In
2004, the U.S. Department of Education and Congress agreed that “there is no evidence that the
IQ-–achievement discrepancy formulas can be applied in a consistent and meaningful (reliable
and valid) manner” (Blackburn & Witzel, 2018, p. 3). Schools were permitted to substitute the
process to find another research-based intervention to evaluate possible disabilities and special
education services (Charlton et al., 2020; Freeman et al., 2017; Sailor et al., 2021).
Structure of MTSS
MTSS fully incorporates a scale of support that aligns academic, behavioral, and socialemotional help that benefits all students (Bohanon et al., 2021; Charlton et al., 2020; Scott et al.,
2019; Sonju et al., 2019; Blackburn & Witzel, 2018). MTSS is comprised ofcomprises three tiers
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of support. The first tier is that universal instruction is provided to all students (Charlton et al.,
2020; McCart & Miller, 2020; Sailor et al., 2021; Scott et al., 2019; Sailor et al., 2021; McCart
and Miller, 2020). Pullen et al. (2018) summarized the main ideas of MTSS as the potential to
transform behavioral and academic issues within schools. The tiered intervention program offers
a unified instructional framework applicable to all students (Belser et al. 2016; Blackburn &
Witzel, 2018; Marsh & Mathur, 2020; Witzel, 2018; Pullen et al., 2018). These interventions can
include various educational instructional methods, social-emotional learning techniques, or
school-wide positive behavior support (SWPBS;) (Bohanon et al., 2021; Charlton et al., 2020;
Marsh & Mathur, 2020; Mitchell et al., 2018; Marsh & Mathur, 2020; Pullen et al., 2018). Tier
one1 is used as a general screening process that evaluates students’ academic performance and
skills along with their social-emotional well-being (Brown-Chidsey & Bickford, 2016; Pullen et
al., 2018; Scott et al., 2019). This general screening process involves reviewing “academic
progress-monitoring assessments, behavior referral data, as well as social and emotional
wellbeing screening instruments” (Marsh & Mathur, 2020, p. 69). Students whose needs are not
met through Tier 1 due to lack of intervention response, combined with data from all screening
procedures, are eligible for Tier 2 interventions (Pullen et al., 2018; Sonju et al., 2019; Verlenden
et al., 2020).
Tier two2 of MTSS has targeted intervention to those students who could be at risk for
having specific behavioral, academic, or social-emotional issues (Blackburn & Witzel, 2018;
Freeman et al., 2017; Marsh & Mathur, 2020; Mitchell et al., 2018; Morrison et al., 2020; Scott
et al., 2019). Interventions in Ttier two2 focus on targeted academic instruction, implementing
the check-in check-out system, placing students in groups focusing on improving social skills,
having a mentor, and group sessions with counselors (Bradshaw et al., 2008; Briesch et al., 2020;
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Gargiulo & Metcalf, 2017; Scott et al., 2019). While research has shown that most students can
benefit from these interventions, only a small number of students receiving Ttier two3 instruction
might require individualized intervention in the third tier (Blackburn & Witzel, 2018; Marsh &
Mathur, 2020; Mitchell et al., 2018; Morrison et al., 2020; Sonju et al., 2019; Sugai & Horner,
2009).
Tier three3 intervention in MTSS is individualized instruction explicitly based on each
students’ needs (Marsh & Mathur, 2020). These interventions could consist of; performing a
functional behavior assessment;, establishing a behavioral plan customized to the students’
behavior deficits;, providing mental health services from a counselor, school psychologist, and or
social worker;, and possibly be identified for special education services (Gargiulo & Metcalf,
2017; Marsh & Mathur, 2020). MTSS is considered a multitiered process, as sure students need
instruction at all three levels to learn at a comparable rate to their on-level peers (Sonju et al.,
2019). AllThe three tiers are cumulative (Sailor et al., 2021; Scott et al., 2019; Sailor et al., 2021;
Sonju et al., 2019). Further, all students should receive on-level instruction, set to grade-level
standards, in Tier 1,; and those students in Tier 2 should receive supplementary instruction and
assistance to meet those grade-level standards (Bohanon et al., 2021; Charlton et al., 2020;
Marsh & Mathur, 2020; 2020; Scott et al., 2019; Sonju et al., 2019). The purpose of Tier 3 is to
provide rigorous help and guidance in learning outcomes that were not mastered from previous
years (Sonju et al., 2019).
Social-Emotional Learning
Jennings and& Greenberg (2009) proposed that teachers who are competent in their
social and emotional skills can set the tone in their classrooms. Teacher competency can be
achieved in the classroom by fostering student understanding and positive teacher-student
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relationships, creating lessons that highlight students’ strengths and capabilities, establishing and
implementing guidelines that promote inherent motivation, guiding students through conflict,
and being a role model for respectful and appropriate communication. An ideal social-emotional
classroom should be a place where there are few outbursts of challenging or disruptive behavior,
students who are focused and interested in the task at hand, and teachers being supportive and
responsive to all students’ differences and needs (Green et al., 2021; Jennings & Greenburg,
2009; Pinata & La Paro, 2003; Rutledge et al., 2015; Theelen et al., 2019). Social-emotional
growth and scholastic learning do not happen simultaneously but are intricately connected
(Daunic et al., 2013; Jennings & Greenberg, 2009; Osher et al., 2007; Theelen et al., 2019).
However, increasing studies have shown that it is becoming more challenging to devote to
children’s social-, emotional health due to high-stakes testing (Battal et al., 2020; Daunic et al.,
2013; Hsieh, 2014; Ruttledge et al., 2015).
If teachers do not have the skills to manage the social and emotional challenges in their
classroom successfully, children can be seen as off-task and perform lower academically
(Corocoran et al., 2018; Green et al., 2021; Marzano et al., 2003; Rutledge et al., 2015; Theelen
et al., 2019). Further, the classroom environment will weaken and cause teacher burnout due to
the increase in challenging student behaviors (Green et al., 2021; Marzano et al., 2003).
Disruptive behavior makes teachers emotionally exhausted trying to control the students and the
classroom learning environment (Corocoran et al., 2018; Green et al., 2021; Jennings &
Greenberg, 2009; Marzano et al., 2003; Theelen et al., 2019). In these circumstances, teachers
may exhibit harsh reactions to misbehavior and deliver excessive punishment that could
contribute to a repetitive cycle of classroom disruptions (Corocoran et al., 2018; Green et al.,
2021; Jennings & Greenberg, 2009; Oberle et al., 2016; Osher et al., 2007). However,
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recognizing critical parts of the learning environment, which can strengthen self-regulation
skills, is of most significant importance (Cadima et al., 2016; Corocoran et al., 2018; Green et
al., 2020; Theelen et al., 2019). Emergent research indicates that emotionally close, considerate,
thoughtful, and cognitively stimulating connections with students in the classroom directly
correlate to a child’s advancement in their social and academic skills (Cadima et al., 2016;
Corocoran et al., 2018; Green et al., 2021; Jennings & Greenberg, 2009; Oberle et al., 2016;
Osher et al., 2007; Cadima et al., 2016).
Social-emotional difficulties in the classroom are often linked to academic
underachievement, disengagement in learning, and strained teacher-student relationships (Hickey
et al., 2017; Pinata & La Paro, 2003; Rutledge et al., 2015; Theelen et al., 2019). These behavior
and social-emotional issues can increase the risk of anti-social behavior and mental health
problems later in life (Anthony et al., 2020; Corocoran et al., 2018; Green et al., 20201; Hickey
et al., 2017). Children struggling with social and academic behavior challenges need additional
support to promote effective learning in the classroom (Hickey et al., 2017; Yang & Bear, 2018).
During the MTSS process, children not responding to intervention are assessed through several
approaches to identify what is causing the lack of response (Cadima et al., 2016; Corocoran et
al., 2018; Green et al., 2021; Greenwood et al., 2017). Environment and behavior interactions are
examined to suggest possible solutions (Anothny et al., 2020; Greenwood et al., 2017; Hickey et
al., 2017; Yang & Bear, 2018).
Engagement Strategies
In the critical period of adolescence, children experience developmental changes where
they begin to develop self-construct and experience identity changes that result in becoming
academically capable, more socially integrated, and become more committed to learning (E. A.
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Skinner & Pitzer, 2012; Wang & Fredricks, 2014). This period is also when children can
experience a decrease in their academic motivation and attainment (Bao & Lam, 2008; Fredricks
et al., 2016; Greenwood et al., 2017; Wang & Fredricks, 2014). Steinberg et al. (1997) suggested
that 40% to -60% of students become increasingly disengaged as they progress through
secondary school. This disengagement can be identified by students being apathetic, not trying or
paying attention, or seeming uninvolved in classroom discussions and learning (Finn &
Zimmeret al., 2012; Flowerday & Schraw, 2003; Fredricks et al., 2004; Fredricks et al., 2016;
Flowerday & Shraw, 2003; Wang & Fredricks, 2014).
School engagement is a multidimensional construct that includes three different
components: behavioral, emotional, and cognitive engagement (Campos & Grief, 2003;
Fredricks et al., 2016; Hirschfield Hershfield & Gasper, 2011; Quin, 2016; Wang & Fredricks,
2014). Behavioral engagement deals with participation and assignments involving any
educational activities (Fredricks et al., 2004; Jennings & Greenberg, 2009; Greenwood et al.,
2017; Hangenaur et al., 2015), whereas cognitive engagement is characterized as deliberate or
self-regulated learning (Boa & Lam, 2008; Campos & Grief, 2003; Fredrick et al., 2016;
Greenwood et al., 2017; Hirschfield & Gasper, 2011). Emotional engagement involves how
students identify and the idea of what their sense of belonging is in school (Hagenauer
Hangenaur et al., 2015; Li & Lerner, 2011; Wang & Fredricks, 2014). This type of engagement
also includes how much students enjoy school what value they place on their understanding of
“success in school-related outcomes” (Greenwood et al., 2017; E. A. Skinner & Pitzer, 2012;
Wang & Fredricks, 2014, p. 722). Previous research has shown that higher motivation leads to
greater academic achievement (Bao & Lam, 2008; Fredricks et al., 2016; Greenwood et al.,
2017; Hsieh, 2014; Quin, 2016; Wang & Fredricks, 2014). Students interested in learning are
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more likely to have a “‘deep processing approach,”’ leading to more academic success and
attainment (Hsieh, 2014, p. 418).
While most academic literature focuses on the benefits of school engagement, it has been
established that the issue of school connectedness, or the school caring about students as
individuals, is also an aspect of emotional engagement (Fredricks et al., 2016; E. A. Skinner &
Pitzer, 2012; Osher et al., 2007; Wang & Fredricks, 2014). Studies have shown that students who
display an emotional connection and attachment to school show less fewer risky behaviors
(Fredricks et al., 2016; Greenwood et al., 2017; Hirschi, 1969; Quin, 2016; Whitlock, 2006;
Quin, 2016). Students who show strong engagement to with school want to meet societal
expectations and are more likely to develop relationships with teachers and other students who
share similar views about their education (Wang & Fredrick, 2014; Hirschi, 1969; Quin, 2016;
Wang & Fredrick, 2014; R Whitlock, 2006).
Furthermore, additional research has explored the association between behavioral
engagement and challenging behavior (Hirschfield & Gasper, 2011; Quin, 2016; Roorda et al.,
2011; Wang & Fredrick, 2014). When students are not involved in disruptive or delinquent
behavior, they often spend more time and energy on schoolwork and participate constructively in
the classroom (Bao & Lam, 2008; Fredricks et al., 2016; Greenwood et al., 2017; Li & Lerner,
2011). Behavior engagement could be associated with less risky behavior as it restricts the time
and energy for deviant activities, all while strengthening students’ connection to school and
becoming more self-regulated learners (Finn & Zimmer, 2012; Quin, 2016; Roorda et al., 2011;
Wang & Fredricks, 2014). Students who are self-regulated learners use skills that include
monitoring, goal setting, planning, and metacognitive learning strategies to ensure they achieve
academic success (Fredricks et al., 2016; Hirschfield & Gasper, 2011; Lin & Lerner, 2011; Quin,
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2016; Roorda et al., 2011). These skills can allow adolescents to avoid problem behavior, unsafe
situations and better control negative emotions (Fredricks et al., 2016; Gardner et al., 2008;
Greenwood et al., 2017).
According to E. A. Skinner and& Piter (2012), engagement is critical in the motivational
process that leads to academic success. Over time, students become more disengaged as they
continue to receive negative feedback on grades and assignments (Finn & Zimmer, 2012;
Fredricks et al., 2016; Finn & Zimmer, 2012; Greenwood et al., 2017; Hirschfield & Gasper,
2011; Wang & Fredricks, 2014). Fredricks et al. (2004) indicated a strong connection between
among academic performance, engagement, and problem or challenging behaviors. It has also
been concluded that “measures of academic achievement control the influence and performance
feedback on school engagement and problem or challenging behaviors over time” (Wang &
Fredricks, 2014, p. 725). Fredricks et al. (2004) also indicated a direct association between
among academic achievement, problem behavior, and school engagement.
Positive Behavioral Interventions and Supports (PBIS)
Scientifically based interventions and supports started to gain attention after the
reauthorization of IDEA in 2004, mainly to prevent an increase in problem behaviors and focus
on students with severe behavioral needs’ education (Sailor et al., 2021; Sugai & Horner, 2009;
Verlenden et al., 2020). The Office of Sponsored Projects, U.S. Department of Education, funded
the National Technical Assistance Center on Positive Behavior and Supports (PBIS) in 1997
(Scott et al., 2019; Sonju et al., 2019; Sugai & Horner, 2009). The goal of the PBIS program was
to coordinate and publish behavioral interventions, systems, and practices that all schools could
use (Cooper et al., 2007; Fredricks et al., 2016; Scott et al., 2019; Verlenden et al., 2020). PBIS
intervention is under the umbrella framework of MTSS that strictly focuses on improving
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behavior and does not address academic achievement. According to Sugai and& Horner (2009),
the PBIS center implemented a behavior analytic approach that would facilitate putting evidencebased behavioral interventions into practice along with incorporating the values and principles of
PBIS to improve the social validity of its approach. While PBIS did not disregard the family’s
and the community’s role in behavior intervention in children, they hold considered schools to be
the primary providers for positive intervention (Belser et al., 2016; Sailor et al., 2020; Scott et
al., 2019; Sugai & Horner, 2009; Verlenden et al., 2020). Subsequently, this led the PBIS Center
to identify with an approach called school-wide positive behavior support (SWPBS) (Sugai &
Horner, 2009).
As research continued to grow backing the effectiveness of the SWPBS method, the
tiered approach to intervention it provided started togained scientific support for its effectiveness
and efficacy (Blackburn & Witzelet al., 2018; Bradshaw et al., 2008; Briesch et al., 2020; Scott
et al., 2019). According to Bradshaw et al. (2008), randomized controlled studies have been
published that demonstrate the tiered intervention approach reducing behavioral referrals,
improving perceived safety and health, and showing an increase in academic success. A sizeable
number of single-subject studies have recognized the efficiency of behavior interventions, like
the SWPBS approach, and results have demonstrated effectiveness at the school, classroom, and
individual student level (Blackburn et al., 2018; Scott et al., 2019; Sugai & Horner, 2008, 2009).
Behavior Management Strategies
Classroom management is consistently ranked as one of the most complicated
pedagogical skills for educators to master (Battal et al., 2020; Beasley & Bernadowski, 2019;
Gardner et al., 2008; Kwok, 2017). Very few pre-service teaching programs provide a realistic
view of the misbehaviors that can occur when establishing a successful learning environment
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(Briesch, 2019; Brown-Chidsey & Bickford, 2016; Gardner et al., 2008; Hart & DiPerna, 2017;
Ye et al., 2021). These teacher training programs fail to prepare future educators about for the
challenging behaviors that can occur in the classroom and provide insight on how to effectively
manage these disruptions to learning (Battal et al., 2020; Beasley & Bernadowski, 2019; Demir,
2009; Hart & DiPerna, 2017; Kwok, 2017). Woodcock and& Reupert (2012) discovered that
most first and second-year teachers lack the confidence to use corrective strategies that control
challenging behavior in the classroom. Ye et al. (2021) defined challenging behaviors as “any
behavior that undermines the teacher’s ability to establish and maintain an effective learning
experience in the classroom” (p. 112). Behavior issues in the classroom affect both teachers and
students (Battal et al., 2020; Beasley & Bernadowski, 2019; Butler & Monda-Amaya, 2016;
Gardner et al., 2008; Kwok, 2017). If teachers are not prepared to address challenging behaviors,
any instances that initially could be seen as minor could worsen and result in more severe
consequences than if the behaviors were initially de-escalated (Butler & Monda-Amaya, 2016;
Demir, 2009; Hagenauer et al., 2015; Hickey et al., 2017; Ye et al., 2021). Glasser classified
teachers as managers of their classrooms (Glasser, 1986). He stated that teachers should
continually modify classroom management procedures and strategies to ensure student success
(Erikson, 2013; Frey & Wilhite, 2005; Glasser & Glasser, 1998).
Teacher confidence is essential when determining how educators interact with students
(Jones, 2006; Kwok, 2017; Larson et al., 2018; Marzano et al., 2003; Woodcock & Reupert,
2012). Confidence, or self-efficacy, can be defined as “an individual’s perception of his or her
ability to implement a given behavior that is required to produce certain outcomes,” (Woodcock
& Reupert, 2012, p. 160). This idea is especially true regarding students who display challenging
behaviors. A teacher’s confidence in their behavior management practices is developed
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throughout many years of experience and will constantly be modified based on their personal and
professional beliefs. Classroom management skills are obtained by experiencing diverse students
and specific professional experiences (Butler & Monda-Amaya, 2016; Demir, 2009; Hagenauer
et al., 2015; Hickey et al., 2017; Woodcock & Reupert, 2012).
To guarantee quality education and learning in the classroom, teachers must have
effective classroom management strategies so that student misbehavior does not hinder
instruction (Beasley & Bernadowski, 2019; Larson et al., 2018; Marzano et al., 2003; Larson et
al., 2018; Ye et al., 2021). Kyriacou (1997) defined this “misbehavior” as any student behavior
that challenges the ability of a teacher to maintain provide a valuable learning experience.
Research has indicated that students who exhibit misbehavior are often excluded from instruction
because they are placed in a restrictive setting or sent to the office to receive disciplinary
punishment (MacSuga-Gage & Gage, 2015; McLeskey et al., 2010; MacSuga-Gage & Gage,
2015). This time out of the classroom is why they continue to fall academically behind their
peers (Battal et al., 2020; Beasley & Bernadowski, 2019; Butler & Monda-Amaya, 2016;
Gardner et al., 2008; Kwok, 2017; MacSuga-Gage & Gage, 2015). Therefore, teachers must
develop controlled, managed environments to keep all students, especially those at risk, in the
classroom (Kwok, 2017; Larson et al., 2018; MacSuga-Gage & Gage, 2015).
Teachers’ specific views on classroom disruptions and how they are handled are often
influenced by their interpretation of what an inappropriate classroom behavior is and what their
idea of a classroom disruption looks like (Kwok, 2017; Larson et al., 2018; MacSuga-Gage &
Gage, 2015; Romi et al., 2016). Past research has not agreed on specific classroom management
concepts that can be used universally as the particular make-up of the student, and teacher,
population are central in identifying what behavioral strategies are the most effective (Jones,
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2006; Lopes et al., 2012; Ye et al., 2021). Milner and Tenore (2010) stressed there is an
increasing need for teachers to develop disciplinary techniques that are culturally specific so that
classroom management strategies being used are culturally responsive and more effective.
Glasser (1998) claimed the intent behind misbehavior is not to be disruptive or create a
distraction but instead is an attempt of a discouraged student trying to fulfill an unsatisfied need.
These challenging behaviors indicate that a child’s needs are not being met through the teacher
or school (Frey & Wilhite, 2005; Glasser & Glasser, 1998; Jooybari et al., 2018; Kutlu & Pamul,
2015; Paularinne, 2007; Wubbolding, 2015). It is the role of both the teacher and the student to
identify the need causing the student frustration, and once the need is identified and fulfilled, the
student can then choose more responsible behaviors (Erikson, 2013; Glasser & Glasser, 1998;
Paularinne, 2007). As exhibited through choice theory, Glasser (1998) deemed that all behaviors
are as motivated by one’s needs. For example, when a child is misbehaving, and the teacher only
focuses on the challenging behavior, they will miss the most significant aspect of the problem
(Glasser, 1998; Paularinne, 2007; Glasser, 1998; Wubbolding, 2015). This misbehavior is one of
the student’s needs not being satisfied, so they are using disobedience to meet the unfulfilled
need (Glasser, 1998; Jooybari et al., 2018; Kutlu & Pamul, 2015; Paularinne, 2007). If there are
no strategies to help students understand the purpose behind their behaviors, they may show little
motivation to make changes (Glasser, 1989; Glasser, 1986, 1998). Ultimately, teachers will be
able to facilitate more responsible behaviors in the classroom when they recognize what initially
provoked the challenging or disruptive behaviors in the first place (Glasser, 1989; Glasser, 1986,
1998; Frey & Wilhite, 2005; Paularinne, 2007). Glasser (1998) asserted that styles of classroom
management emphasizing student motivation can lead to students displaying more responsible
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behavior when teachers focus on the source of the misbehavior instead of simply punishing the
disruptive act.
Moreover, Glasser (1998) believes that effective discipline happens when a school is run
in a manner that makes students say, “Tthis school makes sense to me, and I won’t break the
rules of a place in which I can get what I need,” (as cited by Paularinne, 2007, p. 11). When
students feel their classroom satisfies their needs, they will behave (Glasser 1986; Glasser &
Glasser, 2010). It is the responsibility of the teacher to create an environment where students
choose to act because they believe that their teacher satisfies their needs (Glasser, 1998).
To encourage responsible behavior in students, Glasser (1986) believes that teachers
cannot control students with coercion or similar discipline tactics. Students often respond
negatively to a teacher trying to exert dominance or take control from a child (Glasser, 1986).
Glasser (1986) condemned what he called “schooling” (p. 238), which uses external control of
grades, and the possibility of failure, to force students to cultivate knowledge and continually
perform calculations. Glasser contended that this meaningless and intimidating learning
approach does not work and frequently leads students to become completely apathetic about
schoolwork and ultimately school altogether (Glasser, 1986; Glasser & Glasser, 1998).
Conversely, Glasser and& Glasser (1998) offer an educational system derived from choice
theory and stresses students’ use of knowledge and interpreting skills to understand critical
issues. Glasser deemed the current educational methods impractical, and asserted that student
success can be attained by utilizing choice theory in schools instead of making students adapt to
control psychology methods (Glasser & Glasser, 1998).
Further, students could find it difficult to choose sensible behaviors in the future because
they could only be focused on how to get rid of the external forces that took away their control
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(Glasser, 1986). These beliefs can often promote resentment and anger in students (Glasser,
1989; Glasser, 1986, 1998; Paularinne, 2007). However, Glasser (1986) indicated that most
people are more than willing to choose new, responsible, need-satisfying behaviors over
irresponsible ones. Responsible behavior has two aspects, “the ability to satisfy one’s needs and
the ability to satisfy one’s needs without depriving other people of the opportunity to satisfy their
own needs” (Paularinne, 2007, p. 11). An essential part of behavior management is educating
students that responsible behavior involves satisfying their own needs but not at the expense of
other people fulfilling theirs (Glasser, 1986). If students are more likely to make responsible
choices in the classroom, teachers must explore what students’ needs can be met at school and
discover the induvial needs necessary for each student’s success (Glasser, 1986).
Until students realize that their need for love and belonging is satisfied at school, teachers
may continue to have classroom management issues because students do not believe they are
being supported and cared for (Glasser, 1998). Students who display challenging behaviors may
have a poor social network or have a difficult home life (Glasser, 1989; Glasser, 1986, 1998;
Paularinne, 2007). In this case, teachers are the only resource to satisfy an unmet need (Glasser,
1986). When students disrupt the class, they choose to satisfy their needs irresponsibly, thus
gaining the teacher’s attention (Glasser, 1998).
Findings on specific classroom management control techniques, and their effectiveness,
are not universally agreed upon in research. Some research has shown that strict teacher control
reduces misbehavior and eliminates undesirable behavior, whereas others have proven that it
reduces intrinsic motivation and promotes hostility between the teacher and students (Ye et al.,
2021; Hart and& DiPerna, 2017; Jones, 2006; Marzano et al., 2003; Scherzinger and &
Wettstein, 2019; Ye et al., 2021). While the structure and behavioral control provide consistency
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in terms of rules and expectations, care, interest, and emotional support for students lead to better
relationships with students (Cadima et al., 2016; Demir, 2009; Hart and & DiPerna, 2017; Kwok,
2017; Ye et al., 2021). These relationships ultimately provide students with a sense of belonging
and satisfaction in the classroom (Kennedy et al., 2021; Milner and & Tenore, 2010; Nie and &
Lau, 2009; Woodcock & Reupert, 2012). When students feel more comfortable in the classroom,
they are more likely to engage in more positive behavior because of their affinity to the teacher
and their positive relationship (Kennedy et al., 2021; Larson et al., 2018; Nie and & Lau, 2009).
Relationships With Students
Classroom management strategies play an integral role in creating effective teacherstudent relationships (Kennedy et al., 2021; Larson et al., 2018; Milner and & Tenore, 2010;
Valente et al., 2018). One of the factors that shapes teachers’ relationships with students is
emotional intelligence (EI), or understanding how emotions can impact behavior and impact
others (Jones, 2006; MacSuga-Gage, & Gage, 2015; Marzano et al., 2003; Valente et al., 2018).
Research has discovered that improving teachers’ emotional intelligence EI has become
increasingly necessary to for them develop specific skills that “provide a rewarding and effective
workforce in their work” (Valente et al., 2018, p. 742). Classroom management covers a variety
of techniques as it involves teachers encouraging students to create positive social interaction
and self-motivation in learning (Beasley & Bernadowski, 2019; Cadima et al., 2016; Demir,
2009; Hart & DiPerna, 2017; Jeloudar, & Yunus, 2011; Kwok, 2017). Teachers establish a
positive classroom environment where students are enthusiastic and engaged in their own
educational (Battal et al., 2020; Beasley & Bernadowski, 2019; Butler & Monda-Amaya, 2016;
Gardner et al., 2008; Valente et al., 2018).
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According to the Ryan and Deci’s (2000) self-determination theory (SDT), all humans
have three innate psychological needs: autonomy, belongingness, and competence. Fulfilling all
three basic needs contributes to intrinsic motivation “where the job is primarily done for pure
interest and its inherent enjoyment” (Spilt et al., 2011, p. 462). Self-determination theory SDT
has been applied to organizational and educational psychology to study motivation and overall
wellbeing (Quin, 2016; Valente et al. l., 2018; Scherzinger & Wettstein, 2019; Spilt et al., 2011;
Quin, 2016Valente et al., 2018). When looking atApplying this theory to students, their three
basic needs are met through emotional engagement, the establishment of structure, and support
from teachers (Bao & Lam, 2008; Roorda et al., 2011; Pianta, 1999, ; Pianta, 2006b; Pianta et al.,
2003). These have been related to greater academic motivation and attainment (Bao & Lam,
2008; Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003; SplitSpilt et al., 2011).
Prior research has almost exclusively focused on teachers’ relationships with other
teachers, while where there have been virtually no studies conducted on teachers’ relationships
with students in terms of the self-determination theory of motivation (Bao & Lam, 2008; Quin,
2016; Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003; SplitSpilt et al., 2011). However,
SplitSpilt et al. (2011) argued that because teachers spend so much time with their students in the
classroom, the teacher-student relationship likely supplies their need for satisfaction and
belonging. According to Hargreaves’s (2000) interviews, teachers feel a sense of connection with
their students and talk about the rewards they gain from having those close relationships.
Hargreaves’s (2000) study determined pinpointed teacher-student relationships as the source of
fulfillment for teachers and helped understand explain the overall well-being of educators.
Through the principles of choice theory, teachers should provide guidance that supports students
understanding of the value of hard work (Erikson, 2013; Frey & Wilhite, 2005: Wubbolding,
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2015). They should continually remind students that success now will positively impact their life
beyond school. By developing positive relationships with students and having relevant learning
experiences, students will demonstrate mastery of subjects and concepts taught (Frey & Wilhite,
2005; Glasser & Glasser, 1998; Jooybari et al., 2018; Kutlu & Pamul, 2015; Wubbolding, 2015).
According to Bowlby’s (1969) attachment theory, the motivation to belong can be
understood through the attachment behavior of others. The aim of the emotional bonds between a
person and their attachment figure is to attain and sustain emotional security (Scherzinger &
Wettstein, 2018; Spilt et al., 2011; Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003; Quin, 2016;
Scherzinger & Wettstein, 2019; Spilt et al., 2011; Valente et al. l., 2018). The experience gained
through attachment relationships becomes internalized “into mental representations of
relationships that guide social information processing in a consistent and predictable manner”
(SplitSpilt et al., 2011, p. 463). According to the attachment theory, these internal representations
of relationships contain information about oneself and their relationship with others that can
affect the development of new relationships (Bowlby, 1969; Pianta, 1999b; Pianta, 2006b; Pianta
et al., 2003; Scherzinger & Wettstein, 2019). These repeated experiences eventually create a
“general global interpretation orientation” (SplitSpilt et al., 2011, p. 463). People develop
specific models for different groups of relationships based on their particular experiences with
previous relationships of others in that group (Hargreaves, 2000; Roorda et al., 2011;
Scherzinger & Wettstein, 2019; Sibley & DuckittOverall, 2008; Spilt et al., 2011; Pianta, 1999b;
Pianta, 2006b; Pianta et al., 2003; Quin, 2016). These relationships can include parents, partners,
associates, or teachers (Sibley & DuckittOverall, 2008; SplitSpilt et al., 2011).
Furthermore, teachers have specific ideas about their relationships with students that
encompass general expectations about their teaching, role as a caregiver or disciplinarian, belief
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in their teaching practices, how they want to interact with children, and their declarations on how
students present themselves to their teachers (Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003;
SplitSpilt et al., 2011). According to M.-L. Chang and& Davis (2009), teachers hold unspoken
notions about the type of relationships held with their students. They explain how teachers’
growth and destiny beliefs about teacher-student relationships and how it can affect their rapport
with challenging students (Bowlby, 1969; M.-L. Chang & Davis, 2009; Hargreaves, 2000;
Nizielski et al., 2012; Roorda et al., 2011). According to SplitSpilt et al. (2011), “growth beliefs
encompass the view that relationships are malleable and those relational difficulties can be
overcome whereas destiny beliefs endorse the view that possible relationship partners are either
compatible or incompatible” (p. 463). Additionally, teachers’ notions and views about their role
as teachers affect their students’ relationships (Brophy, 1988; Gage et al., 2018; SplitSpilt et al.,
2011). Those who view themselves as a parental substitute tend to be more responsive to
challenging students, while teachers who see themselves primarily as instructors tend to lean
more to those students who under-achieve (Brophy, 1988; Pianta, 1999b; Pianta, 2006b; Pianta et
al., 2003; SplitSpilt et al., 2011).
According to Baumeister and& Leary (1995), people desire pleasant interactions with
others through personal context. Through these exchanges, people develop social connections
simply through exposure to one another (Baumeister & Leary, 1995; Scherzinger & Wettstein,
2019; Tsouloupas et al., 2010). For teachers, the ample time spent near students likely sparks the
need for unity and togetherness with students in the classroom and motivates them to develop
close personal relationships (SplitSpilt et al., 2011; Valente et al., 2018). Having poor
relationships rivals this inherent need for relatedness, and teachers are susceptible to personal
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failure and being rejected by their students (Baumeister & Leary, 1995; SplitSpilt et al., 2011;
Valente et al., 2018).
Through Glasser’s work, Erikson (2013) concluded when the outcome of something is
certain, the right choice is easy, and people will almost always select the one the benefits them
the most. However, when one is faced with various outcomes, distinct factors come into play,
and the potential odds and cost of each outcome (Erikson, 2013). Erikson’s beliefs are especially
true when it comes to relationships. Glasser and& Glasser (1998) stated, “if people wish to
remedy the destructive effects of controlling others and allowing ourselves to be controlled, we
need an alternative that enables people to make better choices” (p. 332). These improved choices
try to allow one to pursue happiness in fulfilling relationships rather than simply grabbing at the
pleasure that neglects our ties to others or trying to influence others to act in ways that we
believe we know best (Frey & Wilhite, 2005; Glasser & Glasser, 1998; Glasser & Glasser, 2010;
Frey & Wilhite, 2005; Wubbolding, 2015).
However, not all teachers feel the need to develop close relationships with their students,
just as not all teachers realize the positive effects good relationships have on students (Davis,
2006; Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003; Quin, 2016). Some teachers interviewed
by Davis (2006) did not feel obligated to meet their students’ need for a strong connection with
their teacher. SplitSpilt et al. (2011) stated, “it could be these teachers had more dismissive
relationship orientations or were more likely to seek only a few relationships that they believed
to return their investment or meet their own psychological needs” (p. 466). Additionally, teachers
could have additional motives to develop relationships with their students. These healthy
relationships can be essential for competent teaching and could help motivate students to control
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their behavior and attitudes in the classroom (Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003;
Quin, 2016).
Teachers’ poignant responses in individual student situations provide more evidence that
teachers create subconscious models of their relationships with each student (Scherzinger &
Wettstein, 2019; Spilt et al., 2011; Tsouloupas et al., 2010). The basic ideas of these models form
behavioral and emotional responses in different situations (Pianta, 1999b; Pianta, 2006b; Pianta
et al., 2003). For example, student misbehavior is more likely to be deemed difficult or
intimidating if the teacher holds a negative view of the teacher-student relationship with that
child (SplitSpilt et al., 2011). In turn, this could intensify the teacher’s stress response when
dealing with that student (Barile et al., 2011; Berry, 2012; Pianta et al., 2003; Quin, 2016; E. A.
Skinner & Pitzer, 2012; SplitSpilt et al., 2011). As these mental portrayals become more
frequent, the interactions with a student displaying challenging behavior become more stressful
(Baumeister & Leary, 1995; Scherzinger & Wettstein, 2019; Spilt et al., 2011; Tsouloupas et al.,
2010). Through his research, Pianta (2002) determined that teachers’ negative attitudes toward a
specific student are correlated to negative affect displays in observed teacher-student
interactions. Furthermore, Pianta (2002) supports the idea that the intensity and type of emotions
a teacher experiences daily with their students is shaped by the mental models created about the
relationship with their students.
Research suggests that teachers with a history of avoidant attachment are more likely to
reject or nullify their emotions when interacting with students (Morris-Rothschild & Brassard,
2006; Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003; Split et al., 2011). When teachers are
dismissive, they may face fewer challenges by difficult teacher-student relationships because
they are predisposed to separate themselves from others and “interact in a more task-focused
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way” (SplitSpilt et al., 2011, p. 467). On the contrary, teachers with anxious or preoccupied
attachments are constantly worried about being valuable and always seeking approval and
responsiveness (Brophy, 1988; Gage et al., 2018; Sobeck & Reister, 2020; SplitSpilt et al.,
2011). Teachers could take conflict personally because they often hold high, impractical
expectations of students. These expectations could cause a more intense emotional response and
leave room for little flexibility when dealing with these intense emotions (Morris-Rothschild &
Brassard, 2006; Scherzinger & Wettstein, 2019; Spilt et al., 2011; Pianta, 1999b; Pianta, 2006b;
Pianta et al., 2003; Quin, 2016; Valente et al. l., 2018;). This idea suggests that the adverse
effects of a poor teacher-student relationship are dependent on the teacher’s relationship styles
(SplitSpilt et al., 2011).
Hagenauer et al. (2015) deemed teacher-student relationships to have a fundamental role
in student functioning as it expresses the idea that all humans desire to belong. The empirical
evidence on developing quality teacher-student relationships is significant (2015). How a student
perceives their relationship with the teacher directly affects child development across several
educational and social fields and the quality of experience in the classroom (Cadima et al., 2016;
Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003). Teachers who share closer relationships with
students are more likely to help them better organize their thinking and develop better behavioral
strategies inside and out of the classroom (Berry, 2012; Blair & Diamond, 2008; Cadima et al.,
2016).
Furthermore, children who share closer relationships with their teachers show more
considerable gains in self-regulation skills (Cadima et al., 2016). Self-regulation refers to the
ability to purposefully regulate emotions, behaviors, and responses in any given situation
(McClelland & Cameron, 2012; Cadima et al., 2016). This process of self-regulation relates to
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the ability to sustain attention during class instruction, remember specific instructions, and stop
inappropriate behaviors (Cadima et al., 2016). Research shows that emotionally supportive
teachers and intellectually stimulating exchanges with adults can create high-quality experiences
in the classroom and affect self-regulation (Bernier et al., 2010; Chang et al., 2011; Cadima et
al., 2016; Chang et al., 2011; Scherzinger & Wettstein, 2019). If the learning environment, and
teachers, provide a negative experience, teachers students may become estranged from their
teachers, which can lower the teaching quality and ruin any previous teacher-student
relationships (Cadima et al., 2016; Hargreaves, 2000; Roorda et al., 2011; Scherzinger &
Wettstein, 2018; Scherzinger & Wettstein, 2019; Sibley & OverallDuckitt, 2008). Teachers’
relationships with students’ behavior in the classroom are correlated to a portrayal of adverse
relationships. (Bao & Lam, 2008; Roorda et al., 2011; Scherzinger & Wettstein, 2019; Spilt et
al., 2011). Doumen et al. (2008) suggested that a teacher’s perception of problem behavior
aggravates conflict hurting the teacher-student relationship dynamic and can cause bias and
automatic negative feelings about the student’s behavior.
Teacher Training Program
Teacher competence is one of the essential proficiencies necessary for creating a
successful learning environment (Fallon et al., 2019; Nemer et al., 2019; Piwowar et al., 2013;
Snyder et al., 2011; Weber et al., 2018). Understanding mediation, interpretation, situationspecific skills, and decision-making strategies are crucial to use appropriately (Jones, 2006;
Nemer et al., 2019; Oliver & Reschly, 2010; Theelen et al., 2019; Weber et al., 2018). Research
has proven that many teachers do not receive adequate training on classroom management and
do not feel prepared for all the behavioral challenges in the classroom (Jones, 2006; Freeman et
al., 2014; Theelen et al., 2019; Weber et al., 2018). According to the Kaiser & National Center of
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Educational Sstudies (2011), 12% of all public -school teachers leave after just two years in the
field, and 50% of all teachers leave within the first five years. While several reasons factors
influence teachers’ decision to leave, student behavior and lack of pedagogical training are the
most prevalent (Freeman et al., 2014; Hickey et al., 2017; Freeman et al., 2014; Lopes et al.,
2012; Nemer et al., 2019).
Although there has been a significant focus on identifying effective classroom
management practices, a sizeable gap exists about how to effectively manage children in the
classroom and the proper teacher training to fill that need (Fallon et al., 2019; Freeman et al.,
2014; Nemer et al., 2019; Piwowar et al., 2013; Snyder et al., 2011; Weber et al., 2018). For
instance, Wesley and Vocke (1992) found that only 36.9% of teacher preparation courses
contained included essential classroom management strategies, and even less support was
provided to individual certification areas. Most programs focus on teaching reactive rather than
proactive classroom management skills (Jones, 2006; Nemer et al., 2019; Oliver & Reschly,
2010; Theelen et al., 2019). Data has shown that training pre-service and experienced teachers on
classroom management skills are effective in helping manage to challenge disruptive behaviors
(Weber et al., 2018, Woodcock & Reupert, 2012). Teachers need support and direction when it
comes to perfecting classroom management studies; however, studies have found that it is
unclear what method of teaching classroom management would be the most effective (Fallon et
al., 2019; Freeman et al., 2014; Vocke, 1992; Weber et al., 2018; Wesley & Vocke, 1992;
Woodcock & Reupert, 2012).
Summary
This literature review was conducted to analyze related research regarding how teacherstudent relationships influence classroom management of students with challenging behaviors.
The first section examined Glasser’s choice theory, which as it serves as the guiding theory for
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this study. It begins by discussing Glasser’s basic needs of survival and how they correlated with
teaching, concentrating on teacher-student relationships and behavior management. In addition,
this section covers Glasser’s basic needs for survival and ten 10 axioms that help support a
rationale and insight into the four different relationship types.
Next, an overview of the history of special education is provided in the background
information section. This section also discusses how behavior issues of children with disabilities
have been handled in schools throughout history (Lim, 2020; Nacerlio, 2017; Rooney, 2018; Yell
et al., 1998). Further, it discusses the reauthorization of IDEA and how those amendments and
the No Child Left Behind Act lead to creating the creation of a tiered identification process for
learning disorders and other special needs. In addition to the amendments to the IDEA, schools
also must provide modifications as necessary to help limit disruptive behavior in the classroom
(Fallon et al., 2019; Freeman et al., 2014; Yell et al., 1998). These amendments require schools
to provide equitable consequences for students with disabilities compared to those of their nondisabled peers (Lim, 2020; Nacerlio, 2017; Rooney, 2018; Yell et al., 1998). The MTSS process
is then explained and addresses how the MTSS process was created and offers insight into the
history of the support system. The subsection, structure of MTSS, discusses the three-tiered
system and how it provides academic and behavioral support to all students and aids in better
identify those who need special education services (McIntosh and & Goldman, 2016).
Additionally, the Social Emotional Learning subsection discusses social-emotional
difficulties in students. Academic and behavioral issues are addressed through the MTSS
process. Further, the engagement section discusses the importance of engagement strategies to
improve academic achievement (Benner et al., 2013). When students are interested in what they
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are learning, they are more likely to have a “‘deep processing approach,”’ leading to greater
academic success and attainment (Hsieh, 2014, p. 418).
The importance of behavior management strategies was then discussed. Research shows
that teachers need to develop culturally more effective, culturally responsive behavior
management strategies (Kennedy et al., 2021; Larson et al., 2018; Milner & Tenore, 2010;
Valente et al., 2018; Xindong et al., 2021). Teachers differ on what is considered classroom
disruptions and how they need to be addressed (Kennedy et al., 2021; Xindong et al., 2021).
Inconsistencies in what constitutes unacceptable behaviors contribute to the cycle of certain
groups of students being written up and having academic difficulties due to their absence in the
classroom setting (Milner and & Tenore, 2010). Teacher-student relationships are addressed in
the next section. They include how a student perceives their relationship with a teacher and their
comfort level affects motivation and academic success in the classroom (Cadima et al., 2016).
Further, students who have better relationships with teachers have better self-regulation skills
which allow them to regulate emotions, behaviors, and responses (Cadima et al., 2016; Larson et
al., 2018; Milner & Tenore, 2010; Valente et al., 2018; Xindong et al., 2021; Cadima et al.,
2016). Finally, the Teacher Training Program subsection discusses the inconsistency of teacher
preparation programs and how pre-service teachers feel ill-prepared and undertrained regarding
classroom management issues (Freeman et al., 2014).
The study addressded the problem that teachers do not have classroom management skills
regarding the effect of behavioral management strategies and student-teacher relationships
regarding challenging behaviors. Examining this issue has helped narrow the gap in teachers’
classroom management skills regarding the implementation of combining behavioral
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management strategies and student-teacher relationships regarding challenging student behavior
in the classroom.
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CHAPTER THREE: METHODS
Overview
The purpose of this multiple case study was to understand how teacher-student
relationships influence classroom management of students with challenging behaviors. All
participants were teachers of ninth- grade, MTSS students from Blue High School, located in
Georgia. By interviewing teachers and observing a class to analyze their classroom management
styles, I gained further understanding of why some teachers have developed strong behavioral
management skills when dealing with challenging behaviors from ninth-grade students in the
MTSS program. For this study, challenging behavior was defined as any behavior that
undermines the teacher’s ability to establish and maintain an effective learning experience in the
classroom (Ye et al., 2021, p. 112). This chapter explains the multiple case study framework for
this qualitative study. It also includes the central research question and sub-questions, which
provided the framework and guidelines of the research. This chapter contains the setting of the
study, the specific location and place where the data was were collected, the data collection
process, the steps taken to conduct the study, and the methods of analysis that explained how the
data collected was synthesized and what outcomes resulted from it. Finally, this chapter explains
my role as the researcher, including my qualifications and justifications for completing this
study.
Research Design
The method used for this study was qualitative with a multiple case study design. I
utilized a distinct analytical approach to analyze teachers’ perspectives and experiences on how
teacher-student relationships influence classroom management of challenging behavior (Ziebland
& McPherson, 2006). Elliot (1999) noted that the qualitative method allows researchers to
personally understand a phenomenon using their own experiences, develop exploratory research



59


questions, and characterize success in uncovering something new. In the present study, I used
teachers’ own experiences to understand how they create teacher-student relationships that
positively influence the classroom environment and establish behavior management skills with
students who display challenging behaviors. Through interviews and classroom observations, I
explored how establishing and maintaining relationships with students affect their ability to
manage difficulties in the classroom.
A case study was an appropriate methodological design for this research. Case studies
provide insight into a bounded system, or multiple bounded systems, through an in-depth data
collection using various sources (Creswell et al., 2007; Hamel et al., 1993; Yin, 2018). All
interviews happened within the same time frame and received the same interview questions in
this study. I used clear statements in the research objectives regarding the focus and extent
(Stake, 1995). This study and related research focused on why some teachers easily manage
challenging behavior through classroom observations, interviews, and document analysis.
A case study investigates a phenomenon within a real-world context, particularly when
boundaries between those phenomena and context are not always clear (Yin, 2018). The case
study methodology has a long history in many different research disciplines (Creswell et al.,
2007; Hamel et al., 1993; Yin, 2018). According to Hamel et al. (1993), the origins of modern
social science can be found in anthropology and sociology. Anthropologist Malinowski and
French sociologist LePlay are cited as qualitative case study research (Hamel et al., 1993).
However, in modern studies, Yin (2003) and Stake (1995) discovered and implemented the
current understanding and usage of the case study methodology in both qualitative and
quantitative research. Stake (1995) is credited with establishing the specific procedures for
researchers to follow when conducting case study research, whereas Yin (2003) discussed and
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explained “explanatory, exploratory, and descriptive qualitative case studies” (Creswell et al.,
2007, p. 246). This study compiled participants’ perceptions from personal interviews and
observations gathered from taped classroom interactions with students. Further, research
procedures were created and followed from the guidance originated by Stake in his study’s
findings.
Finally, this study was classified as a multiple case study as it focuses on the case itself
and the unusual situation it presents (Creswell et al., 2007; Hamel et al., 1993; Yin, 2018). Stake
(1995) presented examples of a multiple case study examining several instrumental, bounded
cases, using various data collection methods to examine why studentsstudents have difficulties
with a specific subject or topic. This study focused on a similar concept of how maintaining
effective teacher-student relationships impacts classroom management styles, especially when
controlling challenging behaviors in the classroom. I looked atobserved multiple classrooms that
all teachof ninth-9th-grade MTSS students, and all cases were conducted in the same way and
examined using identical criteria. A multiple case study involves two or more cases believed to
be literal replications, all in relation to an evaluation question (Yin, 2018). All cases were guided
by the same central research question and three sub-questions. These questions were used to
design the individual interview questions and the framework for this study.
Further, the study of this issue was considered unique as there is a gap in research
explaining how teacher-student relationships affect classroom management styles when dealing
with challenging behavior and how these relationships can influence how classroom
management is established (Crowe et al., 2011). Thus, a multiple case study was most
appropriate because I looked at a teacher’s experience in a special bounded case.
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Research Questions
The following research questions provide a framework for this study. Questions were
developed in the early phases of research to convey the study’s objectives as they relate to their
reactions to the case. The central research connects to the purpose of the study as it reflects why
the research was conducted. Sub12-questions one and two were designed to further explain the
central research question. All questions guided the research process addressed the purpose of the
study provided.
Central Research Question
Why are student responses inconsistent with different teachers’ methods of correct
challenging behavior in the classroom?
Subq Question One
How does establishing and maintaining teacher-student relationships affect the teacher’s
ability to manage problem behaviors in the classroom?
Subq Question Two
How do teachers establish classroom management skills with students who display
challenging behaviors?
Subq Question Three
According to Glasser’s choice theory, how do teachers meet the students’ needs of for
love and belonging in the classroom?
Setting and Participants
The following section describes the setting in which research occurred and described the
participants involved in the study. It describes the racial make-up of the school, the graduation
rate, student absences rate, and test scores. This section also discusses why the site was chosen
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and the specific criteria for participants involved. Further, the specific characteristics of teachers
involved were named, and the minimum qualifications for the study were listed.
Setting
The setting was a suburban charter school, Blue High School, recognized as an
International Baccalaureate (IB) school. Of the 2,572 students, 77% are classified as minorities
(39% Black and 37% Hispanic), and 52% of the total student population receives free or reduced
lunch. The class of 2020 had a reported 81% graduation rate, a 5five percent % increase from the
class of 2019. InOf the graduating class of 2020, 82% went on to a four-year college after
graduation, and 15.9% went on to a two-year college. During the 2019 school year, the school
had 43.9% of students miss under five school days or lessfewer, and a total of 20.9% of students
were recorded as chronic absentees. The site employs a principal, an associate principal, and six
assistant principals. Each department has a department chair, who sits on the leadership team,
and each subject taught in the departments has a Professional Learning Committee (PLC) chair.
The site is a part of a school district, Blue City School District, a pseudonym, that currently has
almost 9,000 students. The publicly elected school board oversees the district that a
superintendent heads.
The site was chosen due to the accessibility for the researcher and the number of students
currently enrolled in the Multi-tiered System of Supports (MTSS) program. Blue High School
has over 200 students in the MTSS program, and there are over 100 teachers that have educated
these students in their classrooms. The number of incoming students eligible for MTSS services
continues to increase yearly. I perceived the site to have many issues with the number of children
being dismissed from the classroom based on the number of referrals given to past 9 th ninthgrade students in the MTSS program. To ensure the success of MTSS, teachers must consistently
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be using high- leverage practice (HLP) (Braun et al., 2020). HLPsHigh-leverage practices are
specific practices necessary to support students’ learning needs and should be implemented, with
fidelity, by all teachers (Braun et al., 2020).
Participants
All ten 10 participants in this study were from Blue High School and taught ninth-grade
MTSS students. The number of referrals given to students in the MTSS program was considered
when choosing the pool of possible participants. Another factor was the participants’ number of
years of teaching experience as a wide range of time in the educational profession is preferred.
Those who participated returned consent forms before taking part in the study. All teachers were
permitted to participate in the study with permission from the superintendent and the principal of
Blue High School. All teachers, the school, and the district were given a pseudonym to protect
the identity of the participants. Everyone who participated in the study had daily experiences
with the student population focused on; however, maximum variation was achieved by using the
use of teachers of different subject matter and a wide range of teaching experience.
Researcher Positionality
This study was designed through a social constructivist framework to understand the
teachers’ philosophies and experiences regarding classroom management and teacher-student
relationships (Creswell & Poth, 2018). As a teacher who has taught remedial MTSS students for
the last five years, I have seen firsthand the difficulties teachers face involving MTSS students
and discipline issues. In this time, I have also seen a significant increase in the number of
referrals for MTSS students and students being sent out of the classroom for punishment. Thus,
my social constructive framework influences my perceptions of how teachers relate to students
and develop strong classroom management skills.
Interpretive Framework
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This study was created through a social constructivist worldview. In social
constructivism, one tries to understand their world to develop subjective meanings of their
experiences targeted at specific objects or things (Creswell & Poth, 2018; Kozulin, 2007; Packer
& Goicoechea, 2000; Vygotsky, 1978). As a teacher with a social constructivist viewpoint, there
is a process of learning essential skills by students. However, teachers use the same approach to
become more proficient in their classroom management skills (Creswell & Poth, 2018; Kozulin,
2007; Packer & Goicoechea, 2000; Vygotsky, 1978). Research also states that classroom
management is consistently ranked as the number one pedagogical issue for teachers (Kwok,
2017). Teachers feel their education did not adequately prepare them to deal with behavioral
problems in the classroom (Butler & Monda-Amaya, 2016; Hart & DiPerna, 2017; Kwok, 2017;
Vygotsky, 1978; Ye et al., 2021).
I understand how teacher-student relationships affect classroom management practices
(Creswell & Poth, 2018; Kozulin, 2007; Packer & Goicoechea, 2000; Vygotsky, 1978).
Specifically, this addresses how teacher-student relationships and classroom management
regarding challenging behavior. Participants’ views on managing challenging behavior in the
classroom helped create meaning out of observations, interviews, and data collected. Specific
context about where people work and live was examined to understand the historical and cultural
background of the participants (Creswell & Poth, 2018; Kozulin, 2007; Packer & Goicoechea,
2000; Vygotsky, 1978). Meanings and practices were studied to interpret participants’ meaning
about the problem addressed in this study.
Philosophical Assumptions
Philosophical assumptions provided the theoretical framework to analyze and interpret
data (Creswell & Poth, 2018; Firdausiah Mansur & Yusof, 2013; Packer & Goicoechea, 2000;
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Stoller, 2018). Through observation and research, I provided evidence explainingexplaining the
participants' multiple realities and articulating their views on the subject. Along with my social
constructivist paradigm, my views of reality, knowledge, and values are my ontological,
epistemological, axiological assumptions. Ontological assumptions are the view of reality, while
epistemology is what I know to be reality. Finally, axiological is the explanation of my values
and beliefs. I understood thethe knowledge gained from the teachers participating in the study
and how these knowledge claims can be justified. My values are presented throughout the study,
and I reported on the process of how my research occurred (Creswell & Poth, 2018; Firdausiah
Mansur & Yusof, 2013; Packer & Goicoechea, 2000; Stoller, 2018). In this section, the three
philosophical assumptions are discussed, and I explained how they guide the philosophy behind
this research.
Ontological Assumption
Ontological assumptions are defined as matters involving the nature of reality and its
specific characteristics (Creswell & Poth, 2018; Dinsmore, 2017; Naglar, 2006; Wegerif, 2008).
How teachers conduct their classrooms, and their beliefs on classroom management differ. While
the definition of classroom management is universal, every teacher has their reality and
difficulties regarding behavior management implementation in the classroom. Naglar (2016)
defined managing a classroom management as allowing students more opportunities to learn and
all the things a teacher does so that the most effective learning can occur. Teachers all have
different realitiesviews of how a classroom should function for learning. I believe that teachers’
relationships with students must be built to maintain control of behavior in the classroom. When
a connection is established, students develop trust and a sense of comfort with a teacher. This
feeling of comfort fulfills Glasser’s basic need of love and belonging. A child is more likely to
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listen to a teacher who knows and understands their needs, which may present as challenging
behaviors, and are still willing to teach and accept them.
However, what I may see as challenging behavior may not be considered an issue to
others. Because of this mindset, it is difficult to understand how classroom management can be
universally implemented throughout different classrooms. This study collected the perceptions
and realties of all participants to present a unique perspective when managing challenging
behaviors (Creswell & Poth, 2018; Dinsmore, 2017; Naglar, 2006; Wegerif, 2008). These
different perspectives allowed me to develop themes that accurately represent the participants’
worldviews.
Epistemological Assumption
My epistemological assumption frames my view of knowledge and reality.
Epistemological assumptions are defined as understanding and explaining how they know what
they know (Cresswell & Poth, 2018). observed and interviewed teachers who teach ninth-grade
students in the MTSS program in my research. To understand participants’ views on classroom
management, I conducted observations that collected subjective evidence based on their personal
opinions (Creswell & Poth, 2018). I focused on the environment the teachers are in and how that
affects their understanding of the subject.
Further, I conducted interviews to get to know my participants better to obtain firsthand
information about participants’ views on classroom management. The information gathered from
these interviews helped me better understand why the teachers have their specific opinions and
beliefs. Specifically, it allowed me to understand how those beliefs affect classroom management
when dealing with challenging behavior.
Axiological Assumption
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Axiological assumptions are defined as researchers’ subjective values, perceptions, and
biases that contribute to social construction and influence interpretation of data (Creswell &
Poth, 2018; Taber, 2014; Yennurajalingam & Bruera, 2016; Yin, 2018). In my research, all
participants taught ninth-grade students in the MTSS program at Blue High School. teach ninthgrade students in the MTSS program at the same school in my current role.I only elected
teachers to observe and interview that I do not know personally to prevent any bias. Not using
teachers I have a personal relationship with enabled me to view all observations subjectively as
there is no personal connection that could lead me to biased assumptions.
A multi-dimensional approach was used to gather all information from participants,
analyze the results from all data collection techniques, and make judgments based on all
available information (Creswell & Poth, 2018; Taber, 2014; Yennurajalingam & Bruera, 2016;
Yin, 2018). Using the multi-dimensional approach allowed me to discover the different
perspectives of the participants and understand how those views are related to the phenomenon
(Yin, 2018). I utilized bracketing, a process that helps alleviate the potentially damaging effects
of prejudices that could disgrace the research methods (Yin, 2018), to ensure my biases did not
affect the outcome of the interviews or the study itself. Member checking was performed to
ensure participants’ validation of findings (Yin, 2018). All participants received an email to
review their transcripts for their approval and accuracy. Finally, I verified findings and research
with additional sources by reviewing results with a colleague who has a doctoral degree to
ensure all bias is was eliminate.

Researcher’s Role
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In this multiple case study, my role was to explore a modern-day phenomenon within a
real-life context (Ebneyamini & Reza Sadeghi Moghadam, 2018). This research was conducted
to discover how teacher-student relationships influence classroom management of challenging
behaviors and how establishing those relationships affects a teacher’s ability to manage those
behaviors. I have spent five years teaching remedial students in the MTSS program. Many
teachers have approached me for advice on controlling the challenging behaviors of these
students and how I develop a meaningful relationship with them. I was influenced by my own
experiences and wanted to conduct a study to help other teachers challenge students and maintain
teacher-student relationships potentially.
I have observed a need for teachers to be educated on handling challenging behavior in
the classroom. According to Romi et al. (2016), a teacher’s classroom management techniques
are influenced by their interpretation of classroom disruption, a discipline problem, and how they
need to be addressed. These interpretations of discipline problems and disruptions can influence
how they react to incidents in the classroom (Butler & Monda-Amaya, 2016; Romi et al., 2016).
If teachers believe that challenging student behaviors reflect a failure in their classroom
management, they may revert to self-defense strategies because of their frustration (Romi et al.,
2016). Behavior that could be considered insignificant could escalate to the student receiving
more severe consequences (Butler & Monda-Amaya, 2016). I was most interested in
understanding how teacher-student relationships affected classroom management styles,
especially when dealing with challenging behaviors.
My role was to conduct ethical research and collect data through observation of
participants for this multiple case study. The main concentration of the study focused on how
teacher-student relationships influence classroom management, specifically regarding
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challenging behaviors in the classroom. This study was developed with a constructivist
worldview to comprehend better the participants’ understanding and subjective meaning of their
experiences (Creswell, 2008).
Procedures
In the procedures section, the steps used to conduct the study are outlined reasonably
enough toto be replicated from these descriptions. The section will begin by describing the
permissions needed to start the study. It will then explain how participants will bewere solicited
for the study and describe how data will bewere collected and analyzed.
Permissions
I began by seekingsought Institutional Review Board IRB approval before beginning the
study. Once that was obtained, I obtained permission to complete this study at Blue High School.
I first soughtsought permission from the district superintendent and Blue High School’s
principal. Once I received approval, all participants signed a consent form to be observed, have a
lesson recorded, and be interviewed. Those participating in the study consented to have their
referral history pulled and examined and took part in all the necessary portions needed in its
entirety.
Recruitment Plan
Participants for this study were teachers whose ninth-grade students were in the MTSS
program. The participant sample was chosen from teachers at Blue High School. I had 10
participants I did not know, with a wide variety of experiences, to provide the most accurate
results through purposeful sampling. Due to howthe way MTSS is structured, the entire school is
serviced under Ttier one 1 of the program. Having the entire teacher population to choose from
gave me a wide variety of participants to choose from that fit the required criteria. Blue High
School has a large population of Black and Hispanic students and a lower number of white or
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other races, and I tried to match these populations in my study to the best of my ability.
Further, I tried to have participants match the diversity of the school building and have
teachers who represent all different races and ethnicities. An email was sent to all teachers who
have MTSS students in their classes to find out who wanted to participate in the study. I had
access to these emails because I am employed at Blue High School.
Data Collection Plan
This qualitative study used a multiple case study approach to guide the current research.
Observations, interviews, and document analysis methods were used to gather data from
participants. These approaches allowed me to accomplish datadata triangulation, which
established trustworthiness within the study (Stake, 1995; Yin, 2003). By utilizing all three data
collection methods, I was able to strengthen the design, which increases the ability of others to
understand the study’s findings (Thurmond, 2001).
Observations
After consent was obtained, participants will schedule their direct observation with me.
All observations complied with the participants’ schedule, and each participant was allowed to
choose which class period they wanted to be observed. The only stipulation to the observations
was that participants have to choose a class thatthat teaches ninth-grade MTSS students.
Observations were conducted for the whole 90-minute class period, and the entire class period
was recorded on a recording device to to ease future data analysis. Morgan et al. (2016)
explained that observing people in anatural environment avoids problems with self-reporting and
can reveal insights and behaviors that participants may be unaware of themselves (p. 1060).
Observations allowed me to investigate the “how” or “why” of a contemporary phenomenon
within a real-life context” (Yin, 1994).
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The observations were conducted to understand better what characteristics and classroom
management techniques certain teachers have to handle challenging behavior. All observations
were recorded, and an observation protocol will be used (see appendix A). II was an onlooker
during the observations and did not participate in any classroom instruction (Creswell, 2015).
Field notes were actively taken throughout the class period. I recorded interactions between the
teacher and students, especially when challenging behaviors occur. The purpose of these
observations was to address the research questions regarding managing challenging behaviors
and teacher-student relationships. These observations were used in conjunction with the
interviews to understand the topic thoroughly. The interview questions supported these
interviews by providing the additional information from teachers on teacher-student relationships
or classroom management.
Observation Data Analysis Plan
Live coding began during the original observation by taking notes and filling in the
designated observation form. This first round of coding was accomplished by simultaneous
coding while watching the original observation (Saldana, 2021). Once I began reviewing the
recording, I performed a second round of live coding. I started by looking for tone, volume, and
repetition of specific words or phrases for the first viewing. I then split these observationsinto
seven different categories, and all information will be placed accordingly. These categories are
kinesics, or anything based on specific body movement, proxemics, the space between people,
vocals, anything regarding the spoken word, haptics, regarding touch or body contact,
chronemics, anything regarding the use of time, appearance, and territoriality, regarding the
configuration of the physical environment (Saldana, 2021).
Next, I performed dyadic video analysis. In this process, I stopped the recording at an
established length of time and recorded my thoughts, opinions, and ideas from that observation
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segment. My observations and live codings were then analyzed based on my research questions.
I highlighted ideas taken from these observations and sorted them based on which research
question they fit best.
After completingcompleting this, I performed a modified version of emotion and concept
coding to look for concepts and emotions conveyed in the video and my observations. This
modified version of concept coding allowed me to establish broader themes and ideas based on
the participants present in the recordings.
Individual Interviews
After the observations were completed, each participant took part in an individual
interview with me. The purpose of these open-ended interviews was to gain clarity and better
understand managing challenging behavior and teacher-student relationships. According to Yin
(2018), interviews allowed me to understand the participant's perspective and gain a better
understanding of the “how” and “why” of my chosen phenomenon. All interviews had an indepth structure to understand a particular subject's beliefs, attitudes, and feelings (Yin, 2018). An
interview protocol was created and strictly followed. I ensured the protection and integrity of all
interviewees (Yin, 2018; Stake, 2015) by limiting personal conversation during the interviews to
avoid accidentally influencing my beliefs in any answers (Yin, 2018). Datawere analyzed by
reviewing the transcript of the conversation and assigning codes or labeling the entire
manuscript. I then searched for, defined, and named the themes and searchedsearched for
research patterns.
All participants were teachers at Blue High School and had varying years of teaching
experience. The only commonality between the participants was teaching ninth-grade MTSS
students in some capacity. Only non-threatening, relevant, open-ended questions were asked
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(Yin, 2018). Questions were about the participants’ experiences with MTSS students and how
they deal with challenging behavior. Further, questions were used regarding personal teaching
experience and ir pre-service training on their classroom management philosophy.
Ten open-ended interviews were conducted, all lasting around 60 minutes in length.
Interviews were completed at Blue High School whenwhen the participants’ choosing, and no
follow-up interviews were conducted. All interviews were transcribed and checked for accuracy,
and member checking was completed (Yin, 2018). The interview questions were as follows:
Background Questions.
1. How many years of experience do you have in the educational field?
2. What made you choose the teaching profession?
3. Describe your role at Blue High School.
4. Describe the student population at Blue High School.
Educational Training Questions.
5. Describe your student teaching experience. If you did not have student teaching
experience, please describe your training to get your teaching license. (CRQ)
6. How were you prepared to handle classroom management issues in your pre-service
training? (CRQ)
7. What is one thing you know now about teaching that you wish you would have been
taught in your pre-service training? (CRQ)
8. Please tell me about the last professional development training you had that covered
classroom management. (CRQ)
9. What kind of training do you think would strengthen your relationship with your
students? (CRQ)
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10. How do you believe administration can support you and other staff members in
building positive relationships with students? (SQ1, SQ2)
Classroom Management Questions.
11. How would you describe your classroom management style? (SQ1)
12. What would you define as a “challenging behavior” in the classroom? (SQ2)
13. Think about a situation where students were out of control in your presence. What
behaviors were they displaying that made them “out of control?” (SQ2)
14. What do you do to deescalate students who are out of control in your classroom?
(SQ2)
15. Describe an instance of behavior that would lead to you writing a referral. (SQ2)
16. Give an example of a time you have seen this behavior and describe what was
happening. (SQ2)
17. What do you think teachers lack in controlling challenging behavior in the classroom?
(SQ2)
Teacher-Sstudent Relationship Questions.
18. Describe the personal boundaries that you set for your students. (SQ1)
19. What would you describe as a “good” relationship with your students? (SQ1)
20. Why is it important to have a good relationship with your students? (SQ1)
21. How do you make students feel a sense of belonging in the classroom? (SQ3)
22. Give an example of a time you knew a student had a strong sense of belonging in
your classroom (SQ3)
23. How do you believe having a bad relationship with students would impact your
teaching? (SQ1)
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24. Give an example of a teacher who has great relationships with their students. What do
their interactions look like with the students? (SQ1)
Questions one 1 through five 5 were introductory questions. These were designed to help
develop a rapport between the researcher and interviewee (Creswell & Poth, 2018). These
questions were also designed to help participants remember why they chose the educational
profession.
According to Piwowar et al. (2013), there is a great need for practical teacher training
regarding classroom management in secondary schools. However, too many pre-service
programs fail to support teachers when putting their training into practice (Jones, 2006).
Teachers of all experience levels can still benefit from classroom management training (Piwowar
et al., 2013). Questions six6 through eleven 11 addressed the frequency and effectiveness of the
participants’ experience with teacher training. It also addressed their formal education on
classroom management and the effectiveness of that training in their current role.
According to Piwowar et al. (2013), classroom management is universally one of the
most difficult challenges for all teachers. While it wasthey were addressed briefly in the previous
set of questions, Qquestions 12 through 18 dove deeper more deeply into the participant’s
personal beliefs regarding classroom management. These questions allowed the participants to
share their own experiences with past challenging behaviors in the classroom and their classroom
management techniques.
Questions 19–-23 were created based on the growing research supporting the need for
effective teacher-student relationships (Roorda et al., 2011). These questions allowed
participants to share their understanding of what makes an effective teacher-student relationship
and why it is important. Hagenauer et al. (2015) stressed that reactions to a student, especially to
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their behavior, can be directly affected by the quality of the teacher-student relationship. These
questions helped answer the central research question of how teacher-student relationships
influence classroom management of challenging behaviors.
Individual Interview Data Analysis Plan
I started by transcribing all interviewees and checking the raw transcripts to ensure all
material was presented fairly and accurately. After this was completed, data was were organized
into files. These files were kept according to each of the participants. I then began the pre-coding
process. Precoding involved printing out transcripts and spacing them to make notes and write
down codes on paper. I then performed an initial read of the interview transcripts and highlighted
any words or phrases that caught my attention (Saldana, 2021). Any preliminary jottings that
were not already recorded were added for clarity and helpful organization. This initial read
included taking notes, highlighting helpful quotes or words, or explaining anything potentially
confusing in future steps or revisions. I assigned a color for each research question to provide a
better organizational process in this step.
After pre-coding, I began the initial coding stage. Initial coding allowed me to break
down all the data into different processes. I looked into what the participant said during this step
and found the causes and consequences of their words or actions. After I completed the initial
coding, I debriefed by writing a reflection of what was learned so far in the coding process
(Saldana, 2021). These reflections allowed me to reflect on the range and variance of information
given and how it could be used to analyze future steps of the coding process.
After completing the initial coding process, I began concept coding, and I assigned
meaning to data (Saldana, 2021). During this process, I assigned concept words to data.
Applying concept words is the process of identifying a word or phrase with a broader meaning
than just a single phrase or action (Saldana, 2021). I also looked for smaller, observable actions
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that added a more general theme. For example, one of the themes that emerged from observation
analysis was inconsistent teacher response. This idea was developed through frequent, negative
participant responsesresponses to students, most often after a challenging behavioroccurred.
Sarcasm and negative comments were often used by teachers seemingly as a way to try and
relate to students or correct challenging behaviors. These two negative responses showed the
inconsistency of teacher reactions to student behavior and, therefore, were developed into the
theme of inconsistent responses. All themes were then analyzed to assign specific meaning to the
data, and codes expanded outside the observable and surpassed abstract ideas (Saldana, 2021).
Once all concept codes were established, emotion codes were then be assigned. These
codes helped identify emotions felt by the participant or inferred by me about the participant
(Saldana, 2021). These emotion codes came from participant experiences and actions that helped
identify relationships, reasoning, identity, judgment, and decision-making processes. Subcodes
were determined based on each research question; in each group, I looked for emotions or words
that conveyed a particular emotion based on the research questions (Saldana, 2021). Further
analysis of emotion codes was organized by frequency and interrelationship to other research
questions.
Finally, values coding was performed. This value coding allowed me to apply codes to a
participant’s values, attitudes, or beliefs that shaped or represented their worldview (Saldana,
2021). The values I looked for identified principles and moral codes that explained the
participants’ beliefs.participants' views. I also identified different attitudes the participant had
about themselves or a specific event or idea. I used V for values identified, A for attitudes, and B
for beliefs found throughout the interview transcript. These values, attitudes, and beliefs were
examined for similarities and differences to understand better what was important to each
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participant, and themes were established from examining these values, attitudes, and beliefs.
After the coding process was complete, 14 codes were used to develop themes during the
interview analysis. See Appendix C for the list of codes.
Document Analysis
Document analysis was the last of the three related sources of evidence. Using document
analysis, I better understood what the chosen phenomenon had on the participants (Yin, 2018). I
analyzed discipline records reports on the number of times a specific teacher wrote a student a
referral and the consequences. Blue High School’s grade and discipline tracking system made
these documents available. Information regarding the teacher’s referral history was obtained,
with permission, from the principal at Blue High School. I used these documents to reinforce and
validate the two other methods of data collection (Yin, 2018). Further, these documents allowed
me to verify specific information provided by the documents.
During the analysis, it was understood that these documents were only to be used for a
specific purpose in the study. Participants’ data waswere only shared with that participant if
necessary. The records acquired were only available to specific Blue High School employees.
Grade, discipline, and all other reports were not be distributed to anyone outside those directly
involved in the study. After documents were collected, relevant data was were selected, and a
codebook was developed. This codebook provided a list of codes used with their corresponding
definitions. See Appendix C for a list of codes and definitions. All data was were coded,
analyzed, and compared to Glasser’s choice theory that guides the research conducted in the
literature review.
Document Analysis Data Analysis Plan
I started by member checking the documents given to ensure all material was presented
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relatively. I then begin to organize it all into files. These files were organized by matching each
child’s discipline record to their assigned teacher and that teacher’s referral history (see
Appendix D for referral data). After this was completed, the pre-coding process began.
Precoding involved printing out discipline and referral records and spacing them to make notes
and write down codes on paper. I read the discipline records and highlighted any words or
phrases that caught my attention (Saldana, 2021). Specifically, I looked for repeat offenses that
teachers have submitted to administration. I repeated this process with the teacher referral
records and looked for repeated referral types and associated words. Any preliminary jottings
that were not recorded were added for clarity and helpful organization. These jottings included
taking notes, highlighting useful quotes or words, or explaining anything potentially confusing in
future steps or revisions. I also assigned a highlight color or font for each research question to
help with organization in this step.
After pre-coding, I began the initial coding stage. Initial coding allowed me to break
down all the data into different processes. During this step, I looked into what the participant said
in their referral reports and what actions and consequences came from those referrals (Saldana,
2021). After completing the initial coding, I debriefed by writing a reflection of what was
learned so far in the coding process (Saldana, 2021). Initial coding allowed me to reflect on the
range and variance of information given and how it was used to analyze in future steps of the
coding process.
After the completion of the initial coding process, I began concept coding. I assigned
meaning to data (Saldana, 2021). I assigned concept words to each chunk of data. This concept
coding process entailed identifying a word or phrase written on each referral that conveyed a
broader meaning than a single phrase or action (Saldana, 2021). I looked at the specific words
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used to connect what was written and the school’s meaning of the assigned referral. I also looked
for smaller concepts that added up to a broader theme. These themes were then analyzed to
assign specific meaning to the data. These codes expanded beyond the observable and surpassed
abstract ideas of why each referral was written (Saldana, 2021).
Once all concept codes had been established, emotion codes were then assigned. These
codes helped identify emotions felt by the participant or inferred by me about the participant
(Saldana, 2021). These emotion codes came from the specific words in the referral that helped
identify relationships, reasoning, identity, judgment, and decision-making processes when
referring to the relationship or views of each student. Subcodes were determined based on each
research question; in each group, I looked for emotions or words that conveyed a particular
emotion based on the research questions (Saldana, 2021). Further analysis of these emotion
codes was organized by frequency and interrelationship to other research questions.
Finally, values coding was performed. Value coding allowed me to apply codes to a
participant’s values, attitudes, or beliefs that shaped or represented their worldview (Saldana,
2021). The values I lookedfor identified participants’ principles and moral codes, and I also
determined theparticipants’ir different attitudes about themselves, disciplinary action, or
students. To accomplish this, I assigned a V for values identified, A for attitudes, and B for
beliefs found throughout the interview transcript. These values, attitudes, and views were
examined for similarities and differences that helped understand what was important to each
participant regarding classroom management. This information was analyzed, and 14 codes were
generated to interpret themes present throughout the classroom observations, interviews, and
document analysis. See Appendix C for a list of themes and definitions.
Data Synthesis



81


After completing the data collection stage, data analysis began to synthesize the
information received. This multi-case case study included pattern matching, explanation
building, and cross-case synthesis (Creswell & Poth, 2018; Yin, 2018). These data analysis
procedures were used to develop themes throughout all data.
Pattern Matching
For this case study, pattern matching was used based on the findings in the study,
including a predicted pattern made after data collection is completed (Yin, 2018). It was
anticipated that patterns found would be similar, contributing to the study’s internal validity
(Yin, 2018). These patterns were based on the research questions regarding how teacher-student
relationships influenced classroom management of challenging behaviors (Stake, 2015). Further,
patterns were established from data explaining how teacher-student relationships played a role in
effective classroom management and if those relationships impacted the effectiveness of dealing
with challenging behavior. Pattern matching for rival explanations was used based on results
(Yin, 2018). All reasonable threats to validity were identified, and repeated comparisons were
conducted to “show how such threats cannot account for the dual pattern in all case studies”
(Yin, 2018, p. 177).
Explanation Building
One of the goals in explanation building is to develop ideas for future research (Yin,
2018). This study aimed to understand how teacher-student relationships influenced classroom
management of challenging behaviors. This research entertained future plausible or rival
explanations (Stake, 2015; Yin, 2018). The goal of the explanation building method was to make
a preliminary theoretical statement about the social behavior of teachers concerning the teacherstudent relationship and how they contributed to managing challenging behavior in the classroom
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(Glaser & Strauss, 1967; Yin, 2018; Glaser & Strauss, 1967). I then compared my original ideas
and propositions to the data collected during the study and proposed other plausible or rival
explanations for future research (Stake, 2015; Yin, 2018; Stake, 2015).
Multiple Case Synthesis
I did not have enough case studies “to create any meaningful tallies at the variable level”
(Yin, 2018, p. 196). Cross-case synthesis was used to retain the reliability of the case and
synthesized any case patterns developed across all cases used in the study (Yin, 2018). Further,
this cross-case synthesis initially identified patterns within a specific case (Stake, 2015). Crosscase synthesis was used to determine how teacher-student relationships influence classroom
management of challenging behaviors. Evidence collected from each case was summarized and
coded under thematic headings and encapsulated within the established themes (Cruzes et al.,
2015). I then found similarities and differences between the different cases that developed
themes present throughout the data collected (Cruzes et al., 2015).
Trustworthiness
Trustworthiness in research refers to the value and transparency of conduct during a
study that is crucial to the integrity of the research and its findings (Connelly, 2016; Cope, 2014).
To create trustworthiness within this study, I demonstrated a high degree of confidence in data,
interpretations, and methods to ensure a high-quality outcome of the study (Connelly, 2016).
Protocols and procedures were established for this study to be considered worthy by readers
(Amankwaa, 2016; Connelly, 2016). While studies have shown that each research method
requires a different approach to obtain trustworthiness, it is universally agreed upon that it is a
vital part of the research process and adds to the overall quality of the final product (Amankwaa,
2016; Leininger, 1994).
Credibility
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Credibility in research implies that the data collected is truthful, along with how the
researcher presents the views and interpretations of the participants (Cope, 2014; Polit & Beck,
2012; Cope, 2014). I collected and analyzed all data that enhanced credibility by describing my
experiences throughout the research process and verifying findings with the participants (Cope,
2014, p. 89). Due to the interpretive nature of qualitative research, all my findings were accurate
(Creswell, 2015). I used data triangulation through teacher interviews, observation, and
documentation analysis to further support credibility. I interpreted the data collection, or
recordings, as the event and everything else occurring afterward were used for analysis (Tessier,
2012). While recordings are not the event itself, they provide a reliable account and
representation of what happened during the event (Tessier, 2012). Button and& Lee (1987)
expanded on this idea by concluding that data naturally occurs in social conversation. Using
recordings and transcripts was a practical method for apprehending data and making it them
available for extended analysis.
Furthermore, Tessier (2012) stated that a qualitative study is considered credible if the
narratives of the specific human experience can be recognized by others that share the same
experience. I established credibility by analyzing the participants’ experiences in interviews and
found commonalities between their accounts (Sandelowski, 1986). Personal bias was minimized
to not interfere with the reporting or analysis of data.
Transferability
Transferability refers to transferring the researcher’s findings or methods to other settings
or groups (Cope, 2014; Thomas & Magilvy, 2011). In this qualitative study, I met this standard if
the results found have meaning to more than just those involved and were associated with
readers’ individual experiences (Cope, 2014). I st < UNK> transferability by providing ample
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information on the research context and allowing the reader to connect the study results and the
phenomenon addressed (Cope, 2014). Using thorough descriptions throughout the study easily
enabled others to replicate this research (Stake, 1995). participants’The participants' interviews
and observations used specific, direct quotes and explanations. These details were provided,
along with specific descriptions of the population, further proving the study's transferability
(Thomas & Magilvy, 2011).
Dependability
Dependability is essential to establish in research as it refers to reporting consistent data
over like conditions (Tessier, 2012). I demonstrated dependability by providing a comprehensive
description of the different research methods used in the study (Thomas & Magilvy, 2011).
Further, participants read over the data and ensured that the account provided was accurate and
interpreted correctly (Creswell, 2015; Thomas & Magilvy, 2011; Creswell, 2015).
Confirmability
According to Cope (2014), confirmability refers to the researcher’s ability to prove that
the data accurately reflects the participant responses and is free of any biases (p. 89).
Confirmability was accomplished by recounting how conclusions and interpretations were
formed and stemmed directly from the data (Cope, 2014). I established confirmability by
providing exact quotes from the participants that illustrated each theme throughout the study
(Polit & Beck, 2012).
Ethical Considerations
Several actions were taken to ensure that the integrity of the research will bewas
maintained. All participants, the school, and the school district involved in the study were given
pseudonyms to protect their identity. All data collected throughout the entire process was were
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kept on a password-protected device, backed up on an external drive, and saved in a locked
cabinet to ensure privacy (Creswell & Poth, 2018). Three years after the completion of the study,
all data that contains participants’ personal information will be destroyed. Consent was obtained
from all participants through the school and district levels. Further, International Institutional
Review Board (IRB) approval was be obtained. This approval signified that all procedures met
the ethical guidelines established by Liberty University (Creswell & Poth, 2018).
Summary
Chapter Tthree discussed this case study's research design, procedures, and analysis. The
design section explained why this study qualified as qualitative research and why the specific
research design was chosen. The present study used teachers’ experiences to understand better
how and why their practices differ from others regarding managing challenging behavior in the
classroom. I then explained how the researcher’s participants, setting, and role were identified
and established in the study. Data collection and analysis were discussed to provide information
on my process to gather data from participants and how that data was were analyzed. After the
chapter, I discussed the ethical considerations of this multiple case study and reviewed its
credibility and trustworthiness.
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CHAPTER FOUR: FINDINGS
Overview
The purpose of this multiple case study was to understand how teacher-student
relationships influence classroom management of students with challenging behaviors. This
chapter outlines the results of observations, interviews, and referral data from ten 10 ninth-grade
teachers at Blue High School. Themes were established by examining each participant’s
classroom recordings and observing similarities in responses to student behavior. Furthermore,
this chapter provides a short narrative explanation of how each theme was developed from the
data collected and how those themes explain each research question.
Participants
The ten 10 participants for this study were chosen using purposeful sampling. To
contribute, all potential participants must have been teaching ninth9 th-grade Multi-Tiered System
of Supports (MTSS) students at the time of data collection. Due to me teachingBecause I teach at
the same school where the data waswere being collected, participants could not have a personal
relationship with me. My goal was to recruit individuals who aligned with the school’s diverse
population; however, the make-up of the teachers at Blue High School did not match up with the
wide range of student diversity, so I was unsuccessful in aligning the two groups. In terms of
experience, I did manage to find participants who had differing years of experience.
Unfortunately, I did not find participants with as extensive a range as I would have liked. There
were no teachers who had under five years of experience, and the majority of participants had
been teaching in the classroom for 15–-25 years.
Regarding To assist me with reaching out to potential participants, the school’s principal
gave me a list of those individuals who taught ninth9 th-grade MTSS students. I used the school’s
website to obtain their email addresses from that list, as they are all available to the public.
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However, I also had access to all participant emails because I work at the data collection site. I
did not use email as my first line of communication like I had planned. Instead, I found the
potential participants’ classrooms and asked if they would like to participate in the study in
person. I only had to find one additional participant after the initial ten 10 were selected because
he one was unsure if he could fulfill the time requirement. All communication to set up
observations and interviews was done through email. Referral data collection waswere collected
from the school’s administration and sent to my email once it was all complied.
Table 12
Teacher Participants

Participant

Years in
education

Content
area

Number of
referrals

Type of referral Written

Anna

6

Math

2

Disrespect adults

Bill

7

1

AWOL/Skip

Christopher

17

0

N/A

Donald

22

Science
Social
studies
Social
studies

0

Ernest

15

11

Felicity

24

English
Social
studies

N/A
AWOL/Skip, Class disruption,
Inappropriate language

Gail

19

Math

5

AWOL/Skip
AWOL/Skip, Chronic minor incident,
Non-Compliance

Heather

15

4

Class disruption, Disrespect adults

Isaac

9

Math
Social
studies

5

AWOL/Skip, Tardy, Cheating,

Jennifer

9

Math

0

N/A

1

Note. All participant observations were conducted in classes with ninth-9 th-grade MTSS students.
All referral numbers are reflected from the 2021–-2022 school year.
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Results
This section justifies the themes created to accurately.accurately represent the data
collected in the stud Themes will also be connected to each research question and how the data
collected from observations, interviews, and referral data answer each research question through
the information collected. A table of codes and corresponding themes will provide insight into
the organization of the data analysis performed. The themes next to the codes in table two are not
connected. Each column contains an alphabetized list of all codes and themes used in data
analysis.
Table 23
Codes and Themes
Code
Instruction/Informational
Inappropriate conversation
Corrective behavior language
Sarcasm
Inappropriate conversation
Negative comment from teacher
Ignoring behavior
Corrective behavior language
Off task conversations
Inappropriate conversation
Positive comment
Relating to Students/Slang
Positive comments
Teacher apology
Instructional/Informational
Verbal praise
Instructional/Informational
Positive comment
Communication



Resulting Theme
Communication
Correcting challenging behaviors

Inconsistent teacher response

Managing problem behaviors

Teacher/student relationships

Inclusion and belonging
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The structure of a classroom is the backbone of providing an effective learning
environment for all students. A structured classroom can provide a safe atmosphere for students
to feel comfortable and focus on learning and excelling academically. Creating classroom
structure is a large part of successful classroom management. “Setting the tone and setting
expectations on day one is crucial,” Felicity said when commenting on how she creates an
effective learning environment in her classroom. “Once you have lost the structure in a
classroom, you rarely can get it back,” she stated. While all participants had their way of
addressing students in the classroom, all teachers’ communication styles could be categorized as
firm, fair, or impartial. Those teachers with a firmer communication style had fewer difficulties
controlling student outbursts. By stating clear and precise directions, fewer students were
confused and less likely to ask a peer for clarification when provided direct instruction.
Further, those teachers who established clear expectations of what was to be
accomplished during the class period had fewer difficulties with challenging behavior in
comparison to those who did not provide clear expectations. For example, during the
observation, Jennifer stated her expectations for all students within the first five minutes of class.
After the bell rang, she said, “You have 15 minutes. Cell phones are away, headphones are out,
and it is late if it is not turned in after the timer goes off.” Students were told what they were
doing, what was not allowed, and what would happen if the expectations were not met. There
was no confusion from the students as they all understood what needed to be done in the allotted
time to complete the assignment. This style of firm, clear directions led to no discipline issues or
side conversation during that portion of the class. Jennifer continually had control of what was
happening and what was being said in the room. These expectations could be considered
effective as she only had one documented referral for that class period.
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On the contrary, during classroom observations, I noticed participants who had a more
relaxed, impartial communication style had more inappropriate outbursts and side conversations
than those who were more direct. In these classrooms, side conversations were more prevalent,
and teachers answered more questions about procedures and expectations than teaching the
material for the day’s lesson. While these questions were being answered, students were more
prone to have side conversations and not pay attention to the direct instruction. Furthermore,
participants who used an impartial communication style also struggled with active student
participation and appropriate, on-task conversations. In these impartial classrooms, a firm and
straightforward approach to communication was only used when students were confused, the
teacher was getting frustrated from repeating his or herself, or when the classroom was becoming
out of control. In these instances, these teachers used a lot of slang or popular references during
their instruction. Jokes were often made during directions, and students asked more questions
about what they were supposed to do or accomplish. This joking behavior led to more off-task
conversations as students started asking if others understood the assignment or task given,
leading to off-task discussion.
Moreover, the engagement style used to get students’ attention directly affected the
amount of conversation present in the classroom. Participants who used more humor or slang in
their communication with the students had more students participate in conversation with the
teacher and class. However, there was more overall conversation in these classes, and some were
off -topic. Participants who used little to no humor or slang had less overall conversation during
direct instruction. The engagement style only influenced direct instruction as group work or work
time was filled with discussion in all classes, both on task and off.
Correcting Challenging Behavior & Managing Problem Behaviors
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All teachers have different methods of dealing with challenging behavior in the
classroom. What actions a teacher takes when correcting these behaviors depends on the
management style of that educator and what they define as challenging behavior. The reaction to
challenging behavior from participants in this study could be categorized as those who ignored
the behavior, had an adverse reaction and used redirection as a behavior management technique.
Those participants who ignored challenging behavior had difficulty controlling the overall
classroom environment. While not commenting on a student’s conduct did not cause any verbal
altercations between students and the teacher, students did not immediately correct their
behavior. Earnest, for example, would ignore the student behavior and noise level altogether.
There was no intervention on his part, and the behaviors were never controlled. When students
were not corrected, they were more likely to continue with the behavior and often added more
inappropriate or challenging behaviors. These participants’ classrooms got to the point where the
noise level and off-topic conversation were so out of control that the teacher had to either raise
their voice or say something negative to the children involved. These conversations often
included insults or sarcasm that could be taken in an inappropriate or hurtful manner.
Further, those who ignored challenging behaviors were more likely to repeat them even
after correcting them. For example, while visiting classroomI observed him ignoring man
challenging behaviors during Isaac's observation. The noise level and inappropriate comments
became out of control throughout the class period. After asking a few times for the class to quiet
down with no response, he shouted, “All of you shut up!”,” in frustration.
Participants who used redirection were the most successful when correcting challenging
behavior. Students were the most receptive to this method as there was the least amount of
recurrence of the problem behaviors after the behavior was addressed. An effective strategy of
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this method was when a teacher would either call the student’s name to get their attention or ask
a student who was seemingly not engaged in answering a question to try and prevent the
behavior from happening again. For example, Anne noticed a child was not paying attention
during instruction. She stated, “Andre, you okay? You sure? Let’sLet us keep working.” After
this interaction, Anne did not call out the student’s name again.
Participants who had a negative reaction to challenging behaviors immediately stopped,
but the behaviors often returned. Their corrections would come out as frustration, and the
students did not seem to respond to their words and the other methods of correction. Gail tried to
use a joking tone and expression to her students to correct their behavior. Students began talking
to ask each other questions because they were confused about the directions after the student
shouted, “Oh, my god! I don’t get it,” Gail then said, “What do you mean, ‘Oh my God?’ What
is ‘Oh my God?’” Students did not respond to this, as they continued talking after her comments.
There was no difference in the students’ responses when participants would use sarcasm or jokes
as a part of instruction or in casual conversation. While some students did continue speaking
with the teacher, others still did not verbally respond.
Inclusion and Belonging
According to Glasser’s choice theory, there are six basic needs that people are constantly
trying to fulfill six basic needs. One of those basic needs is the idea of love and belonging.
Traditionally, it is believed that when students feel a sense of love and belonging in the
classroom, they are more likely to do what is asked of them. Felicity, a 20twenty-plus-year
veteran, believes that making students feel included is necessary for student success in the
classroom. She stated, “Students need a place to feel welcome and loved, especially if they are
not getting it at home. I always treat my kids as if they are my own.” As for participants in this
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study, those teachers who incorporated this idea into their teaching had mixed student reactions
and results. One teacher was overly affectionate and used many positive, affectionate terms to
her students. While they did not immediately reply to her calling them these affectionate terms,
none of the students expressed excitement or happiness over the names either. It did not have a
noticeable effect on classroom management either. Certain teachers called students “baby” or
“hun” and had the same amount of students engaging in off-topic chatter with the same
frequency as those who did not use affectionate terms.
Another way participants showed inclusion and belonging was by using verbal praise.
This verbal praise was displayed through verbal praise and positive comments during class.
Teachers who used positive comments during instruction had little to no difficulty with students
completing their work. These students were more engaged and continued to participate in the
lesson or were more willing to volunteer if the teacher combined instruction with positive
comments or verbal praise. These positive comments included being polite when addressing and
answering students, using reinforcement when asking students to answer examples or participate
in class, checking in on students to make sure they understood the material, what they had to do,
and their general knowledge wellbeing. Those teachers who did not include some sort of praise
in their directions or commentary often had students not completing the assigned task or ignored
the teacher’s request completely. While each participant had their different method of praising
students, one teacher used an unconventional method of saying the word “ding” after every
correct answer given; this was used to mimic a bell that signified a correct answer.
Further, teachers who used this method of praise often said these positive comments
throughout the class and not just when a student gave a correct answer. Anna, for example, used
positive remarks and praise after almost every answer someone gave. She would use these
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comments if the students were correct or liked their behavior. In one instance, she stated, “Of
course. Yes. That is a positive attitude. You’re going to get a ticket.” Students would continue to
answer questions throughout the class to obtain tickets for her reward system. In every
observation, all participants used positive comments and praise at least one point in the class
period.
Conversely, participants who used little verbal praise, or did not directly acknowledge a
student was saying something correctly, had a more challenging time getting students to
participate in discussions and be willing to answer questions when asked. While there was little
to no verbal affirmation from students, those praised continued to participate in class discussion
more often than students who received no positive comments or verbal praise.
Inconsistent Teacher Response
When speaking to students in the classroom, it is always difficult to maintain a positive
and happy conversational tone. This issue was especially evident when students displayed
challenging behaviors during classroom instruction or work time. Participants indicated two
significant inconsistent responses towards students: sarcasm and negative comments. Almost all
teachers who spoke to stud10ents negatively were treated with silence. After a teacher saidmade
a negative comment, students seemingly did not know how to respond and would become quiet
and reserved until the teacher continued with neutral or positive talk. A majority of these
comments were said in relation to what the teacher believed was a negative behavior. While
some participants did say some negative comments without being provoked, this only happened
three times between during ten 10 observations.
Furthermore, almost all participants often used sarcasm when giving direct instruction or
during independent or group work time. While the exact reason participants used sarcasm was
unknown, it was used the most when teachers were engaged in student conversations during
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independent work time. These conversations also happened frequently when the teacher
contributed to a student conversation that was not school-related. Teachers who used sarcasm in
their classroom had a more difficult time controlling the classroom environment if it became out
of control. Some students did engage in more conversation with the teacher after using sarcasm;
there was no way to tell if there was a positive or negative response to the sarcastic comment.
Students never expressed how the teacher’s joking made them feel.
Teacher-Student Relationships
Improving and maintaining teacher-student relationships is vital to cultivating a positive
environment conducive for all students to grow as learners. When teachers show respect for
students’ culture and connect with them deeper, it confirms that they are worthy of receiving the
best education possible. Because building these relationships with students is a skill, some
teachers struggle to relate to their students more than others. Bill, a science teacher at Blue High
School, believes that connecting to students is a skill that some one either possesses or they does
not. He stated, “I believe relating to a student is either a skill you have, or you don’t. There’s no
way to make people care about others.”
Participants of the study showed several ways to actively build relationships with their
students. The most prevalent approach to this was trying to relate to the students using references
and slang they would understand. At one point in their recorded lesson, every teacher made
reference to something the students liked. For example, in his examples, Isaac referenced popular
restaurants the students wanted to frequent. Every time he explained a concept, he made sure to
put in a popular reference his students would understand. When participants used examples
students knew and liked, there was a higher engagement rate than when they used an out-of-date
reference.
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Using slang was another way teachers kept their students engaged. This slang could be
new words or phrases that have become popular or speak more casually to this generation of
students. When teachers were not concerned about making themselves look silly, they could
make the student more comfortable. Further, those teachers that used references that their
students did not understand had more difficulty getting students to engage throughout the class
period. In some instances, this led to students talking more to their peers instead of listening to
direct instruction.
However, the most effective use of language that students relate to was not when the
participants were teaching but when they were having side conversations with students during
work or downtime. For example, Jennifer had many discussions with her students throughout the
class about cars, finishing high school, and what comes after graduation. Throughout the entire
recorded class period, Jennifer had no instances of talking out of turn or issues with students
being engaged in the lesson and doing their assigned work. Those teachers who did not engage in
student conversation outside of the material presented in class often ignored the off-task behavior
and side conversations—ignoring this behavior led to the class becoming unmanageable and the
teacher having to reprimand the students when it became out of control.
Finally, those teachers who showed more interest in students had fewer discipline issues.
Jennifer, Christopher, and Donald had zero write-ups for their observed class period. These
teachers also spent the most time using language that students would understand and are
currently engaged in conversation outside the material in the day’s lesson. Earnest had the most,
with 11 referrals, and spent the least time engaging with his students. While he did use some
references students would understand in his examples, he engaged in minimal conversation with
students that did not involve educational material. Further, Earnest also ignored the most
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behavior out of all the participants and ended up with inconsistent, negative responses to
challenging behavior after it became out of control.
Research Question Responses
The following section provides concise answers to the research questions posed in this
study. A detailed discussion of the data collected is summarized and separated based on the
research question explained. An explanation of the themes discovered is also provided and used
to answer the research questions. Participant quotes are also included for further explanation and
analysis.
Central Research Question
Why are student responses inconsistent with teachers’ methods of correcting challenging
behavior in the classroom?
When participants corrected challenging behavior displayed in their classrooms, I
observed several different responses in corrective behavior language. In most classrooms,
students stayed quiet after the directive was given, did not respond, or continued their side
conversations. Student responses were inconsistent throughout observation and varied from one
participant to another. If a teacher ignored the problem behavior, in all cases, students continued
to repeat the behavior and often with more severity. For example, in Earnest’s classroom, he
ignored the students having side conversations regardless of their nature. However, as time
progressed, the students became louder and began to speak about off-task subjects and often
inappropriate for a school setting. Earnest had to raise his voice to get their attention when the
noise and conversation reached a maximum level. His tone became very negative after being
exhausted by the repeated behaviors.
In Bill’s classroom, students constantly talked throughout the observed period. There was
no correction or redirection of the behaviors even when they became louder than the teacher’s
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voice during direct instruction. While three comments were made to redirect their attention, like,
“I’ll wait,” or “Waiting on you,” the students either only stopped the behavior momentarily or
ignored the directions altogether. Further, due to not controlling what was said in the classroom,
students talked about the most inappropriate subjects out of all the participants. Bill would
engage with other students that were not having these conversations but gave no direction for the
challenging behavior to stop. When the behavior was eventually addressed, the students had
become too comfortable in the environment and often did not completely stop the inappropriate
conversations or behaviors. Gail’s, Jennifer’sDuring the observations, this scenario was also
present in Gail, Jennifer, and Heather’s classrooms. Student responses were inconsistent with
corrections because the teachers’ responses were inconsistent.
Sub-question One
How does establishing and maintaining teacher-student relationships affect the teacher’s
ability to manage problem behaviors in the classroom?
The teachers who had the most consistent responses combined positive responses and
comments with direct instruction. For example, in Gail’s classroom, she used corrective
language to keep students on task and did not give them the ability to have inappropriate
conversations. Every time a problem was explained, she would call a student’s name, even if she
were not asking them a question, seemingly to make sure they were paying attention. Behavior
immediately improved because by the teacher saying their name, students knew the teacher was
watching, and any continued negative behavior would also be noticed. Since the teacher’s
behavior was consistent, the students knew what to expect any time their name was announced
indirect instruction. Gail had the least number offewest outside conversations of all the
participants. Even when the students were working independently, she was still walking around



99


to all the desks of the students’ answering questions and praising students for their excellent
work. Because the students knew the behavior and language of the teacher were consistent, they
knew what the response would be if they did not stay on task and follow directions. Further,
negative behavior was not ignored but addressed positively by students in a manner that was
received positively. This action included speaking to a student directly to correct behavior
instead of addressing it in front of the entire class or assuring them that they could fix it before
they received a consequence.
Moreover, many teachers used popular slang and references to engage the students and
keep their attention. For example, in Isaac’s classroom, he often referenced popular food places
the students frequented, the music they listened to, and engaged in light joking, making fun of
himself. Almost all students responded positively to this communication style, and popular
references as students were either laughing or participating in the conversation. Students who
were not participating did not cause any disruptive behavior or participate in side conversations
while direct instruction was given. All teachers used popular references or slang in their
discussions with the students, and all had the same positive outcomes. There was only one
teacher who overused this younger vernacular. Her students were not as engaged in the
conversation and did not react positively to her references as other participants.
Sub-question Two
How do teachers establish classroom management skills with students who display
challenging behaviors?
Participants who set clear, direct expectations from the beginning of class used the least
amount of corrective behavior and observed little to no challenging behaviors during the class
period. In Gail’s classroom, any time she was giving directions, there was no inconsistency or
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hesitation when she was speaking. At the beginning of class, when students were working on a
warm-up, she stated, “You are to do problems one through five, show all work, and flip the paper
over when you are completed. I will be walking around to check your progress and answer any
questions as you complete it.” Gail then began to walk around the room and did what she
explained she would do. Gail would interject with every few minutes; however, many minutes
were left to complete the work and repeated the directions from the beginning of the period.
Students knew what to do, and all questions were answered positively. No side conversations
occurred while she was walking around checking students’ work as expectations were set and
understood.
Three other participants also used clear, concise wording when explaining directions and
expectations to students. However, teachers who were unclear about what they wanted to be
accomplished had a more difficult time keeping students on task. When Heather gave direction,
she started speaking when a few students were still talking. This direction resulted in several
students asking for clarification on directions and others not completing their work. Heather gave
freedom to her students to speak freely at any time during the class period. This freedom resulted
in students shouting out answers and questions while direct instruction was given. This behavior
was not addressed directly. The teacher would often add in language to try and relate to the
students rather than providing firm, direct instructions to correct the behavior. For example,
when students were having an off-task conversation while teaching, she joined the conversation
and said, “You both are wrong, so hush.” The students then took this as an invitation to continue
the discussion with the teacher instead of stopping the challenging behavior altogether.
Sub-question Three
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In the classroom, how do teachers meet the students’ needs of for love and belonging,
pursuant to Glasser’s choice theory?
According to Glasser’s choice theory, all humans have five basic needs, and all actions,
words, and decisions are devised to meet all five needs. Students search for love and belonging
in the classroom, whether unconsciously or consciously. Teachers must fulfill those needs for
students to perform at their highest potential. Participants in this study had different ways of
fulfilling students’ love and belonging needs in the classroom. The most frequent was verbal
praise and positive comments. Teachers who praised their students for meeting expectations had
a much lower rate of challenging behaviors occurring in their classroom. For example, Felicity
and Gail gave positive comments after every student’s answer, even if it was incorrect. Several
times Gail said, “Very good. That’s correct,” during instruction. If a student missed the answer,
she would say, “Thank you for answering. I want you to look at that again.” When the student
corrected, she would respond, “You did a great job. Thank you for trying.” Due to the frequency
of these responses, all students tried to participate when called on, and no students refused to
attempt to answer any questions.
Another type of positive language used was motherly, over-affectionate language. For the
most part, this style was received positively. When Felicity spoke to her students, she used the
most positive comments out of all the ten 10 participants. Every time she addressed a student,
she included a compliment or affectionate nickname for the child. When a new student entered
her class, she stated, “Hi baby! Is this your first day? We are so glad you are here!” However, it
was difficult to gauge the students’ reaction to this language. There was no verbal appreciation
for her way of addressing students, but there was no disagreement with it either. Most students
remained silent after Felicity addressed her students overly affectionately.
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Another strategy participants used to get to know their students were providing examples
and information about their own lives. Seven out of the ten10 teachers shared at least one
personal story or example during the recorded observations. Providing these stories and
examples often led to students asking more about the participants’ experiences and several times
resulted in laughter. Students in these classes were more willing to engage in conversation,
answer questions, and remain on task. Teachers could humanize themselves by using their own
lives to relate to students. These stories were always responded to with positivity from students.
Teachers with more positive interactions and personal conversations with students had fewer
disruptions more classroom engagement than those who did not use that communication style in
their classroom.
Summary
This chapter summarized the themes and conclusions found throughout the data
collection and analysis process. Participants of the study and the methods used to successfully
recruit and communicate with students were described in detail. Results of the study were then
defined by each theme created throughout data analysis. Participant quotes and observations, and
referral data were used to describe the study results for each theme. Themes were thoroughly
explained and related to the overall implications and results based on the research questions.
Finally, all themes were presented and related to the four research questions posed for this study.
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CHAPTER FIVE: CONCLUSION
Overview
The purpose of this multiple case study was to understand how teacher-student
relationships influence classroom management of students with challenging behaviors. This
chapter discusses my interpretation of the thematic findings of the present study and their
potential contribution to the educational community through the implications for policy and
practice. Further, this chapter also examines the theoretical and empirical implications and the
limitations and delimitations found throughout the research process. Finally, I will discuss
recommendations for future research based on the data collected and thematic findings in the
study.
Discussion
This section reveals the present study’s findings based on the themes developed through
data collection and analysis. I will support these findings through previously mentioned
empirical and theoretical sources along with evidence directly from the actions and words of
participants during the data collection of the study. This analysis of data will be discussed in five
subsections, including interpretation of findings and implications of for policy or practice. In
these subsections, I explain what I believe to be the critical information and interpretations of the
data collected. Furthermore, I give possible uses of the findings of this study for future use in an
educational setting. Finally, I discuss the limitations and delimitations found throughout the
research and provide recommendations for future research based on the current findings.
Interpretation of Findings
After reviewing the data collected were reviewed, six themes presented themselves
throughout data analysis. These themes were communication, teacher/student relationships,
correcting challenging behavior, inclusion and belonging, managing problem behaviors, and
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inconsistent teacher response. All themes were developed to describe repeated behaviors from
participants throughout the study. Themes also represent the main beliefs obtained from
conversations with participants during individual interviews.
Summary of Thematic Findings
The following section provides an overview of my interpretations of the themes
developed throughout data collection and analysis. Themes were created to reflect the consistent
behaviors displayed by participants during their observations and interviews. All themes were
created by examining codes assigned to individual quotes and statistics deemed necessary to
answering the provided research questions.
Clear and Concise Directions Lead to Less Confusion and Lower Rates of Challenging
Behavior
. Throughout interviews, observations, and referral data analysis, I noticed how teachers'
communication with students directly affected how students acted in the classroom. When
teachers offered clear, consistent directions and communication, I observed that students had less
time for their side conversations and other off-task behaviors. For example, Earnest
communicated with his students what he expected from them during every activity. These
expectations were included during transitions, at the start and end of each lesson, and at the
beginning and end of each class period. When speaking to students, Earnest gave them the time
they had to complete the activity and what would happen if they did not follow his directions and
finish within the given time. I found that Earnest’s students had less opportunity to ask the
teacher or peers questions that could lead to off-topic conversations and potentially develop into
possible challenging behavior. This controlled classroom contributed to fewer side conversations
and kept the dialogue with the teacher focused on learning (Cadima et al., 2016; Demir, 2009;
Hart and & DiPerna, 2017; Kwok, 2017; Ye et al., 2021).
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Further, I observed that teachers who constantly clarified or changed their language
throughout direct instruction had even fewer instances of interruption and side conversations. I
noticed that those who were able to read the body language and facial expressions of their
students and change the path of their instruction when needed could keep students focused on
following and understanding the lesson and what was expected of them. Earnest’s simple
question of asking the students if they understood what was taught resulted in students
participating, asking questions about what he was saying, and providing clarification. I found
they were then able to move on to the next talking point without any challenging behaviors
arising, in my opinion, because the students had confidence in what they were doing. In almost
every classroom I observed, students began talking to peers after expressing that they did not
understand what was being taught. These side conversations could have started as asking a
classmate to clarify a direction or skill. However, it could expand into a more off-task behavior if
both students do not understand the directions or materials presented (Erikson, 2013; Glasser &
Glasser, 2010 Paularinne, 2007).
Positive, Corrective Language Was Most Effective in Controlling and Managing Challenging
Behaviors.
While observing participants’ classrooms, I noticed two distinct processes that teachers
used when managing behaviors in the classroom. When analyzing data and developing themes, I
defined correcting challenging behavior as a teacher trying to stop actions or language already
happening. In contrast, managing problem behaviors was what participants did to manage the
students from starting challenging behaviors. I noticed during observations that teachers were
managing problem behaviors around 75% more than correcting them. Participants who used
corrective language after a behavior had gotten out of control and their response to those
behaviors almost always ended in raising their voice at students.
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One prevalent approach participants used to manage problem behaviors was ignoring any
challenging or negative behavior in their classroom. When a teacher ignored the behavior, it was
almost always inappropriate or off-task conversations between students. After a while, without
correcting any behaviors, I observed every teacher that used this ignoring method ended up with
students being incredibly loud and off task. I noticed the noise level increased as students
seemingly began to test what they could get away with in class. Further, students almost always
had conversations with inappropriate language when their behavior was not corrected.
Participants also used a method to manage behavior by referencing a student in their
directions. For example, Gail noticed a student was having difficulty paying attention. In this
instance, the child was not paying attention or listening to the direct instruction. Once the child
had been called on, they were much more attentive to what was happening in class. His method
seemed to warn students that they could be called on at any time and were at risk of
embarrassment or getting in trouble by not paying attention. Gail used this method of mentioning
students in her directions the entire time she was teaching. While this was happening, and even
after direct instruction, students were not having side conversations or off task. I noticed this
behavior management style kept the noise level in the room either silent or very low throughout
the entire period. Most interestingly, I observed no pushback from her students at any time, even
after being corrected. This result was not consistent with all participants.
Moreover, in some classrooms, corrective language was used more positively. When a
teacher noticed that a student was participating in inappropriate behavior, they would directly
address the student. For example, Jennifer saw a student was sleeping in her class and asked the
student to sit up and pay attention. The tone in her voice was firm but polite, and the student
immediately started working on his assignment. One discrepancy I found in this method among
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participants was students’ reaction to having their names called out for inappropriate behavior.
While some students were responsive, others pushed back by stating, “Why are you picking on
me?” or, “Why you gotta call me out? He’s also not paying attention.” I noticed these responses
from students were mainly in classes where the teacher had an inconsistent delivery of rules and
expectations. For example, Bill often had a soft tone to his voice, and his directions were often
unclear. This way of speaking resulted in students asking him questions about what to do or
simply not doing the work.
I noticed when a student asked questions, the others in his class were almost always
talking and off-task. There was little to no correction of this behavior due to Bill being focused
on the student(s) asking questions about the lesson. I also noticed it seemed as if his attention
was focused on those actively trying to learn and not on those who showed little to no interest in
participating in the day’s lesson. This action could have caused these students to believe he did
not care about them, or students getting frustrated about not understanding what they were
supposed to be doing, giving up, and beginning to display challenging behaviors (Ye et al., 2021;
Hart and & DiPerna, 2017; Jones, 2006; Marzano et al., 2003; Scherzinger and& Wettstein,
2019; Ye et al., 2021). In Glasser’s work, he stated that student misbehavior could be an attempt
to satisfy an unmet need (Glasser, 1998). In this instance, Bill’s students who were off task and
talking during instruction could be searching to meet their need for love and belonging. If a child
is ignored, they could start displaying challenging behaviors to gain the teacher's attention so
their needs could be met.
Glasser states that all humans are searching for fulfillment of all five basic needs
(Glasser, 1998). During observations, I focused on the fulfillment of students’ needs, love, and
belonging. I identified two ways teachers were intentionally or unintentionally trying to fulfill
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the students’ basic needs; positive comments and verbal praise. Participants who used positive
comments in their teaching all had students’ attention during direct instruction and few issues
with challenging behaviors in their classroom. These positive comments ranged from calling out
a student for following classroom expectations to making sounds when a student answered a
question correctly. For example, Felicity used positive comments at the beginning of her class
and as students entered. She made sure she said something positive about every student in her
room. As she was taking role, she asked a student how he was doing and genuinely took an
interest in his wellbeing. I noticed it was not just the comments themselves that came off as
positive, but her tone of voice was sincere, and she sounded genuinely happy to be around her
students. While I could not tell what students thought after making these comments, most
students’ tone with her was light, friendly, and not defensive. Felicity made a concerted effort to
constantly fulfill her students' need for love and belonging by letting students know she cared
about them through compliments, verbal praise, and other positive comments (Glasser, 1998).
Further, positive comments were used as teachers observed students following directions.
While supervising group work, Felicity complimented students using class time correctly and
highlighted what behaviors she liked. This language was another way to tell students what she
expected them to do while others’praising others' positive behaviors. I could assume students
sought out this reaction from Felicity because she began to compliment more and more students’
words and behaviors as time passed. While most positive comments were phrases and
expressions, one teacher commented, “Ding!” as she checked her student’s work. While it was
unclear how this method of praise affected her relationship with her students, there was no
immediate backlash or back talk after using this method to confirm a student had obtained the
correct answer.
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Another way I observed teachers using positive comments was when giving direct
instruction to their students. Anna, Gail, and Felicity had the most positive remarks during
instruction out of all participants. For example, Anna would call her students friends and ask
them to join the activity firmly but politely. By not just telling students what they need to do and
using a positive tone, I observed students were very receptive to this request and immediately
began doing what she asked. This positive tone could be seen as another way teachers were
constantly trying to fulfill the needs of students so they could feel comfortable in their rooms and
work in a safe, welcoming environment (Glasser & Glasser, 1998).
Negative, Hurtful, or Sarcastic Language Used in tThe Classroom Negatively Impacts
Students' Ability tTo Build Positive Teacher-Student Relationships
. Teachers face many difficulties when maintaining a positive attitude and tone while
dealing with challenging behaviors in the classroom. In my observations, I noticed in all
classrooms where teachers had a negative tone or attitude that teachers lost their patience with
students. When teachers began getting frustrated, their responses to students often became harsh
or inappropriate. I observed this frustration was particularly evident when participants became
exhausted over-explaining directions due to students not listening or taking part in off-task
conversations and behaviors. For example, Heather had a more casual tone with her students
during direct instruction and work time. While the students would partake in conversations, she
spent much time correcting behavior and getting frustrated with her students because they could
not understand the lesson. Not all students were talking during direct instruction. A possible
reason for this frustration could be found in a more in-depth explanation of humans’ desire to
fulfill basic needs. Glasser noted that students could find it difficult to choose sensible behavior
because they only focus on eliminating the external forces that took away their control (Glasser,
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1986). Students continually decide to talk and not pay attention in class because they view the
teacher who took away their freedom and control. They could potentially see their misbehavior
to regain control from the teacher. As the teacher gets more frustrated, the students know their
plan is working to continue the behavior until control is regained. While Glasser (1986) indicated
that most people are willing to satisfy their needs without depriving others of the ability to fulfill
theirs, ninth-grade students may not have the rationale and decision-making skills to understand
this way of thinking.
Additionally, inconsistent responses from teachers during instruction were almost always
viewed as negative or offensive language towards students. When used, this language was not
intended to hurt students’ feelings or correct any type of behavior. I noticed these comments
happened when participants were trying to relate to students or teachers was unaware what they
were saying was offensive. For example, Felicity had the most positive comments of any teacher
observed. She constantly tried to make all students feel included and know she cared about them.
However, it seemed as if some of the compliments came off as offensive. In the same class
period, she stated, “Kendall? Hey Kendall! Missed ya! Glad you’re here.” Then almost
immediately after said, “I’m gonna have y’all set over here. Skinny, skinny, girls.” I could see
how this comment could be taken as a compliment. However, a 15-year-old girl may interpret
this as being too skinny and having negative feelings about what was said. In my experience, this
age group of girls have issues with self-esteem, or worse, eating disorders. While meant to be
positive, Felicity’s comments could easily be seen as offensive or hurtful to the right child. There
is no way for the teacher to know how a student perceives their language unless they come up
and speak to them about what they said. However, this could be difficult for some students. The
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teacher could then think because the student did not correct what they were saying, they saw it as
a compliment and could continue using that language, making them more hurt or uncomfortable.
Other comments were made where a teacher could be perceived as an example in
instruction, but a student could see it as highly offensive. In her class, Felicity tried to explain the
vocabulary students would be learning throughout the semester. To provide an example, she
stated, “I don’t want you to know the word incarceration or arraignment or indictment, but some
of you might have to learn baptism by fire, like whoop! You are arrested. Here are your
charges.” This example states directly that some students in her classroom will be arrested.
While she may not have had any ill intentions by using this example, Felicity immediately
negatively stereotyped students as almost all students in her class were either Black or Hispanic.
It is important to note that Felicity’s positive comments outweighed her negative or inappropriate
ones. Her outlook and demeanor made me think none of these comments were made
intentionally; however, the damage to students could already be done, and the relationship
between her and those students may never be repaired (Baumeister & Leary, 1995; SplitSpilt et
al., 2011; Valente et al., 2018). This language could also negatively affect the way other students
perceive her, as they could be friends with those students who she made comments about or just
offended because they believe what she said was wrong (Pianta,Pinata, 2002).
Not all participants used harsh and inappropriate language with their students. These
teachers did not have students who were out of control or displaying challenging behaviors. The
noise level always stayed relatively low, and they used much more precise and direct instruction
throughout the class period. I also noticed that the teachers’ years of experience were not a factor
in how participants handled challenging behaviors in their classroom. A teacher with over 20
plus years’ experience had the same difficulty controlling behaviors as a teacher with less fewer
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than ten 10 years of experience. Those who did not have issues displayed direct, clear
expectations and reassurance while giving direct instruction. They also had little to no off-topic
conversations with the students until the period was almost over.
Gaining Students’ Respect and Maintaining Engagement in the Classroom Created a
Foundation for Effective Teacher-Student Relationships
. There are various reasons why teachers strive to have positive relationships with their
students. In participant interviews, almost all teachers stated that if students did not like them or
respect them, there would be no way they would learn in their classroom. This idea aligns with
Glasser’s belief that students are constantly searching to fulfill their need for love and belonging
(Glasser, 1998). While all participants did not agree on whether students needed to like the
teacher to have an effective classroom environment, they all decided to respect the teacher for
any learning. During my observations, I found teachers tried to establish relationships with their
students, whether intentionally or not, through four different ways: relating to students, slang,
positive comments, and sarcasm.
The most common thing I observed participants doing in their classrooms was using popular
references in their examples and conversations to relate to students. While some teachers used
the same vernacular, others tried to incorporate popular references to gain their attention. For
instance, Donald combined teenagers’ fascination with cell phones and texting and related the
topic in his example. He had an engaging conversation with a student about being broken up
with through text which led to him relating it to study. Students were very engaged in this
conversation, laughing and consistently contributing to the discussion (Battal et al., 2020;
Beasley & Bernadowski, 2019; Butler & Monda-Amaya, 2016; Gardner et al., 2008; Valente et
al., 2018).
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Further, the student who responded to his initial question was comfortable enough with
Donald to share something about his personal life. While Donald used these examples at the
beginning of class to gain the students’ attention, he did not overuse the popular references. I
believe he had a good mixture of informative information and used the topic of texting and
dating to keep the students’ attention.
Participants also had good responses and conversations when teachers made appropriate
jokes and used popular references while giving direct instruction. Isaac gave students an example
where he stated that he and Brad Pitt were “practically twins.” Students all knew who Brad Pitt
was, as evident in their laughter and continuing to joke with Isaac. They knew this reference was
meant to joke about himself because Isaac looks nothing like Brad Pitt. He continued to make
jokes about himself that were both appropriate and appreciated by students. Isaac was joking in a
way that not only shared personal details about his life but also let the students better understand
him. Making these jokes about himself seemed to humanize Isaac to his students. In my
experience, because students only see teachers in a school setting, they often believe that
teachers are just authoritarians and thrive on catching their mistakes. Using these popular
references and making appropriate jokes about themselves allows students to see their real
personalities and be more comfortable (Bao & Lam, 2008; Roorda et al., 2011; Pianta, 1999, ;
Pianta, 2006b; Pianta et al., 2003).
However, during participant interviews, teachers had mixed responses about sharing their
private lives with students. Some, like Christopher, noted that it was essential to let students
know about their lives. He stated, “You have to let the kids in. Otherwise, they are never going to
feel comfortable around you, and that just makes for an awkward classroom I don’t want to be
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in.” Almost all participants stated that they wanted to be open with their students, but not all
agreed on how much should be shared.
On the contrary, Earnest quickly responded that he did not want students knowing about
his personal life outside of school. He stated, “I don’t share much of anything. The closer you get
to students, the riskier your relationship with them becomes.” All participants noted that they set
boundaries, but most responses were regarding physical boundaries with their students. These
boundaries were explained as hard limits that would never change regardless of the relationship
with any student (Davis, 2006; SplitSpilt et al., 2011). This idea was especially true with male
teachers. As Bill noted, “I can’t even give a student a hug when something is wrong because I
am a male. I want to! But it is not worth the possible consequences because you are physically
touching a child. Especially females.” Female teachers were generally more open to the idea of
talking about their private lives. This idea could be related to the natural female inclination to
nurture students. However, when I was looking at the referral data, teachers who said they were
open to sharing their lives with the students did not always correlate to them writing fewer
referrals than teachers who would not share details about their private lives. However, Earnest
was quick to say he would not share his life with students who had the most referrals, but Isaac
stated that he would let students know about his life and he had the second most referrals of all
participants.
Finally, another way teachers were establishing relationships with their students was
through apologies. While observing the classrooms, I noted that teachers who admitted they
made a mistake, regardless of what it was for, were received better by their students. During her
lesson, Anna had a student point out a mistake. She acknowledged the mistake by apologizing
and telling the student he was correct. Not only did she admit the mistake, but she also validated
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his reason for questioning her and did not scold him for interrupting the lesson. These apologies
were another way that participants were humanizing themselves to their students. Students could
now see Anna as someone they could relate to and feel more comfortable speaking up in her
classroom when necessary (Bao & Lam, 2008; Roorda et al., 2011).
Participants who used negative language or did not attempt to use popular references that
the students would understand had more difficulties maintaining control of challenging behaviors
in the classroom. This idea could have been because students only saw those teachers as
unrelatable authority figures and not as someone they could feel comfortable joking and being
themselves around. I observed that when students are uncomfortable, they are not as interested in
what the teacher has to say, which often leads to off-task behavior such as being on their phones
or talking with friends (Kennedy et al., 2021; Milner and & Tenore, 2010; Nie and & Lau, 2009;
Woodcock & Reupert, 2012).
Implications for Practice
This study provides stakeholders with various uses for professional development and
training for teachers. Teachers and administrators could use the results of this study to conduct
professional development on behavior management and challenging classroom behavior.
Specific themes could also be used in new teacher orientation to help new teachers know what to
expect in the classroom. The quotes in this study could provide examples of scenarios for all
teachers to learn and create the best way to deal with challenging behaviors in the classroom.
While this study was conducted using high school-aged students, the basic principles that
emerged from the themes about challenging behaviors and teacher-student relationships could be
used for all age groups. Modifications could be made for different levels of instruction if
necessary.
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Theoretical and Empirical Implications
Glasser’s choice theory and his idea of the five basic needs of survival were used to guide
this study. Glasser stated that his choice theory analyzes the decision-making process when
confronted with a threat or ambiguity (Erikson, 2013). When analyzing the verbal reactions to
challenging behavior, the results aligned with Glasser’s idea that people react in accordance with
what and how challenges are presented. When looking at teachers’ inconsistent responses, the
greater the challenge the teacher encounters, the more their frustration levels increase, along with
the possibility of saying negative or hurtful comments to students. In Glasser’s work, he
discussed the basic need of survival and how all humans desire to survive individually (Frey &
Wilhite, 2005; Glasser, 1986; Frey & Wilhite, 2005; Wubbolding, 2015). The data analysis of
this study showed the results expanded on Glasser’s idea of individual survival. Teachers,
especially when faced with challenging behavior, must focus on survival, whether
metaphorically or literally.
The data shows that teachers’ decision-making was tested when students did not follow
the rules and expectations. This idea could be seen through talking out of turn, the excessive
noise level in the classroom, or a verbal altercation between students and or teachers. Through
the theme of correcting problem behaviors and managing problem behaviors, participants
displayed different reactions to these challenging behaviors in terms of survival. Teachers used a
variety of ways to manage behavior, with the most consistent being ignoring the issues or using
correct behavioral language. When participants used the method of ignoring, it increased that
teachers needed to survive the class period individually.
Further, Glasser’s (1986) basic needs of love and belonging emerged from the desire of
students to be included and feel a sense of belonging in their classroom. Glasser (1986) stated,
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“Sstudents long for acceptance from their teachers and peers, want to know they are making a
significant contribution to the overall learning environment, and understand their presence is
essential to those who are most meaningful to them” (p. 25). This idea was confirmed through
the positive reactions and relationships displayed in participants’ classrooms that went out of
their way to make the student feel accepted and contribute to the overall learning environment.
Participants that included positive words and verbal praise had higher levels of student
involvement and lower instances of challenging behaviors in their classroom. The idea of
inclusion and belonging in the classroom also relates to Glasser’s basic need for power and selfworth. “For students to feel a sense of self-worth, they need to feel empowered, worthy and
achieve success” (Glasser, 1986, p. 26). As the data analysis shows, teachers who make their
students feel a sense of self-worth through positive reinforcement and verbal praise have lower
instances of students displaying challenging behavior.
Emperical evidence uses literature found to support findings. The findings of this study
strongly supported the emperical evidence found in the review of the literature. This study
explains how teacher-student relationships are more positively received with some teachers,
more than others. Further, I found that these relationships relate directly to the frequency of
challenging behavior and the teacher’s ability to manage it. The idea of teacher-student
relationships has consistently been reported as necessary for a successful classroom; however,
for teachers to obtain those relationships, they must have competentcompetent social-emotional
skills to set the tone for a positive learning environment for students (Green et al., 2021). As
found in the study, teachers who establish and implement guidelines, and use respectful and
appropriate conversation, have fewer instances of outburst and challenging behaviors in the
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classroom (Green et al., 2021; Jennings & Greenberg, 2009; Pinata & La Paro, 2003; Rutledge et
al., 2015; Theelen et al., 2019).
Teachers with strong social-emotional skills can keep students focused and interested in their
lessons to avoid problem behaviors. Data analysis concluded that teachers who used clear, direct
communication during instruction had fewer instances of students talking out of turn. With these
instructions, students knew exactly what the expectations were and the consequences of not
meeting them. Those teachers who do not have the skills to manage social and emotional
challenges in the classroom also have difficulty controlling students who are off-task (Corocoran
et al., 2018; Green et al., 2021; Marzano et al., 2003; Rutledge et al., 2015; Theelen et al., 2019).
Participants in this study who did not possess the skills to keep a positive classroom environment
struggled to keep students from engaging in challenging behavior. Disruptive behavior can leave
teachers emotionally exhausted trying to manage their students, and as a result, teachers may
have overly harsh reactions to difficult behavior. This emotional difficulty could contribute to a
continued cycle of classroom disruptions (Corocoran et al., 2018; Green et al., 2021; Jennings &
Greenberg, 2009; Oberle et al., 2016; Osher et al., 2007). It was observed that teachers who used
inconsistent, negative responses to student behavior were not as successful at stopping the
behavior as those who did not use demeaning language.
When looking at successful teacher-student relationships, it was observed that those
teachers who tried to relate and spoke positively to their students developed better relationships,
which led to fewer disruptions in the classroom. Teachers' view of their roles as educators
directly affects their relationships with students (Brophy, 1988; Gage et al., 2018; SplitSpilt et
al., 2011). Literature states that teachers who view themselves as a parental substitute often
develop the ability to better deal with challenging behavior (Brophy, 1988; Pianta, 1999b; Pianta,
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2006b; Pianta et al., 2003; SplitSpilt et al., 2011). In this study, the participants who used
consistent positive language had fewer issues with students talking out of turn and less use of
negative or harsh language when addressing their students.
However, not all teachers feel the need to develop close, positive relationships with their
students (Davis, 2006; Pianta, 1999b; Pianta, 2006b; Pianta et al., 2003; Quin, 2016). Some
teachers do not believe they are obligated to meet their students’ needs of forlove and belonging
or have a strong connection to their teacher. In their interview, some participants in the study
outright said that they do not desire to share personal details of their own lives with their
students. When looking at the reason behind this ideology, SplitSpilt et al. (2011) stated, “Iit
could be these teachers had more dismissive relationship orientations or were more likely to seek
only a few relationships that they believed to return their investment or meet their own
psychological needs” (p. 466). While most teachers said they feel comfortable providing details
of their personal lives to students, but this did not correlate to having fewer issues and written
referrals. However, it could be seen that teachers who at least attempted to create a relationship
with their students had far fewer issues with students talking out of turn and displaying
challenging behaviors during their classes.
Furthermore, how a teacher responds to individual student situations can provide insight
into one’s subconscious interpretation of their relationships with students (Scherzinger &
Wettstein, 2019; Spilt et al., 2011; Tsouloupas et al., 2010). For example, teachers could hold a
negative view of a student if the student has a pattern of not listening during instruction, or
consistently displaying challenging behaviors. This negative view could cause an adverse
response from the teacher to the student and intensify stress when dealing with that student’s
problem behavior (Barile et al., 2011; Berry, 2012; Pianta et al., 2003; Quin, 2016; E. A. Skinner
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& Pitzer, 2012; SplitSpilt et al., 2011). This idea could explain why participants had negative
outbursts when dealing with challenging, off-task behaviors. Those teachers who were able to
keep calm when dealing with these stressful situations were observed using positive language
and praise to students throughout the class period. Teachers who ignored problem behaviors
especially had issues controlling disruptive students. It was evident that these teachers were very
stressed about the state of their classroom as they ignored the behaviors until the teachers
reached a breaking point. These actions led to teachers saying rude and negative responses to
students. As these challenging behaviors become more frequent, the interactions with those
students who were causing issues become more stressful (Baumeister & Leary, 1995;
Scherzinger & Wettstein, 2019; Spilt et al., 2011; Tsouloupas et al., 2010). is Pianta
Teacher-student relationships play a fundamental role in students’ lives. The magnitute of
this relationship exemplifies Glasser’s idea that all humans desire a sense of belonging
(Hagenauer et al., 2015). How a student perceives the relationship with their teacher directly
affects a child’s development and experience in the classroom (Cadima et al., 2016; Pianta,
1999b; Pianta, 2006b; Pianta et al., 2003). Participants in the study who interacted positively
with their students were more likely to have a closer relationship and help students with their
problem solving skills inside and out of the classroom (Berry, 2012; Blair & Diamond, 2008;
Cadima et al., 2016). This idea was evident through the observation that teachers who spoke
positively and continually worked on their social-emotional skills to create a welcoming
environment had fewer instances of challenging behaviors and written refferals.
Limitations and Delimitations
A significant limitation to this study was that video could not be used in classroom
observations. The school district where the study took place did not want students to be
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videotaped. They believed that because this study looked at the words and actions that affected
student-teacher relationships, there was no need to focus on the student or the challenging
behavior. Another limitation of this study was that participants had different class lengths
recorded for observation. Teachers with shorter class periods could have resulted in entirely
different outcomes if their class was the same length as others. These more extended class
periods meant there was more time for students to lose focus, become distracted, and teachers to
become agitated with student behavior.
Delimitations are the boundaries set by the researcher to frame a study. The delimitations
of this study were the purposeful choice of the age group of students in the participants’
classroom. A multiple case study was chosen to provide the greatest range of student behavior
through examining multiple classrooms for the same criteria.
Recommendations for Future Research
Differing opinions on discipline and inappropriate or out-of-control behavior can lead to
disagreements on what constitutes a challenging behavior. There is a need to examine the
different cultures and what they perceive as inappropriate behavior for future research (Jones,
2006; Lopes et al., 2012; Ye et al., 2021). The study could examine the role culture and
upbringing play in classroom management and any inconsistencies regarding behavior. Further,
another study could potentially look at the effects of the COVID-19 pandemic and how that
impacts student behavior in the classroom. Similarly, one could also examine student behavior
before the pandemic and several years after the pandemic started. This potential study would
allow researchers to explain why students negatively reacted to rules and regulations after being
quarantined for so long. One could also look at the effects of digital learning on student behavior
and how teachers deal with this loss of information coming out of the pandemic.
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Conclusion
Glasser’s choice theory guided this study regarding classroom management and teacherstudent relationships. Two of the five basic needs presented in Glasser’s theory were used to
structure the research and data analysis. This research examined how teacher-student
relationships were formed with each participant, tracked the difficulties they faced when
presented with challenging behavior from students, and if there was a correlation between what
teachers were doing or not doing to establish teacher-student relationships and why that varied
for each individual. Results from the data analysis showed that those who actively worked to
include the basic needs of love and belonging had fewer instances of challenging behavior in the
classroom. Further, those teachers who used positive, direct instruction could better control the
classroom environment. Teachers had a higher rate of success controlling challenging behaviors
when they understood what was needed to fulfill their students’students' for love and belonging
needs. Teachers must develop a positive teacher-student relationship through positive language,
praise, trust, and understanding to gain this understanding. Once established, this allowed
teachers to maintain a better teacher-student relationship and control or prevent challenging
behaviors in the classroom.



123


REFERENCES
Al-Hamdan, J. (2007). Higher education classroom management: Kuwait university students'
views. College Student Journal, 41, 572–582.
Altman, K. I., & Linton, T. E. (1971). Operant conditioning in the classroom setting: A review of
the research. The Journal of Educational Research, 64(6), 277–286.
https://doi.org/10.1080/00220671.1971.10884161
Algozzine, K., Christian, C., Marr, M. B., McClanahan, T., & White, R. (2008). Demography of
problem behavior in elementary schools. Exceptionality, 16(2), 93–104.
https://doi.org/10.1080/09362830801981369
Amankwaa, L. (2016). Creating protocols for trustworthiness in qualitative research. Journal of
Cultural Diversity, 23(3), 121–127.
Bao, X., & Lam, S. (2008). Who makes the choice? rethinking the roles of self-determination
and relatedness in Chinese children’s motivation. Child Development, 79(2), 269–283.
https://doi.org/10.5353/th_b3642941
Barger, B., Rice, C., Simmons, C. A., & Wolf, R. (2018). A systematic review of Part C early
identification studies. Topics in Early Childhood Special Education, 38(1), 4–16.
https://doi.org/10.1177/0271121416678664
Barile, J. P., Donohue, D. K., Anthony, E. R., Baker, A. M., Weaver, S. R., & Henrich, C. C.
(2011). Teacher–student relationship climate and school outcomes: Implications for
educational policy initiatives. Journal of Youth and Adolescence, 41(3), 256–267.
https://doi.org/10.1007/s10964-011-9652-8
Battal, J., Pearrow, M. M., & Kaye, A. J. (2020). Implementing a comprehensive behavioral
health model for social, emotional, and behavioral development in an urban district: An



124


applied study. Psychology in the Schools, 57(9), 1475–1491.
https://doi.org/10.1002/pits.22420
Baum, W. M. (1973). The correlation-based law of effect. Journal of the Experimental Analysis
of Behavior, 20(1), 137–153.
Baum, W. M. (1981). Optimization and the matching law as accounts of instrumental behavior.
Journal of the Experimental Analysis of Behavior, 36(3), 387–403.
Baumeister, R. F., & Leary, M. R. (1995). The need to belong: Desire for interpersonal
attachments as a fundamental human motivation. Psychological Bulletin, 117(3), 497–529.
https://doi.org/10.1037/0033-2909.117.3.497
Beasley, K. T., & Bernadowski, C. (2019). An examination of reading specialist candidates’
knowledge and self-efficacy in behavior and classroom management: An instrumental case
study. Education Sciences, 9(2), 76. https://doi.org/10.3390/educsci9020076
Belser, C. T., Shillingford, M. A., & Joe, J. R. (2016). The ASCA model and a multi-tiered
system of supports: A framework to support students of color with problem behavior. The
Professional Counselor, 6(3), 251–262. https://doi.org/10.15241/cb.6.3.251
Benner, G. J., Kutash, K., Nelson, J. R., & Fisher, M. B. (2013). Closing the achievement gap of
youth with emotional and behavioral disorders through multi-tiered systems of support.
Education and Treatment of Children, 36(3), 15–29.
https://doi.org/10.1353/etc.2013.0018
Bernier, A., Carlson, S. M., & Whipple, N. (2010). From external regulation to self-regulation:
Eearly parenting precursors of young children’s executive functioning. Child Development,
81, 326–-339. https://doi.org/doi: 10.1111/j.1467- 8624.2009.01397.x



125


Berry, D. (2012). Inhibitory control and teacher-child conflict: Rreciprocal associations across
the elementary-school years. Journal of Applied Developmental Psychology, 33, 66–-76.
https://doi.org/10.1016/j.appdev.2011.10.002
Bessette, K. K., & Wills, H. P. (2007). An example of an elementary school paraprofessionalimplemented functional analysis and intervention. Behavioral Disorders, 32(3), 192–210.
https://doi.org/10.1177/019874290703200304
Blackburn, B. R., & Witzel, B. S. (2018). Rigor in the Rti RTI and Mtss MTSS classroom:
Practical tools and strategies (1st ed.). Routledge.
Blackwood, R. O. (1970). The operant conditioning of verbally mediated self-control in the
classroom. Journal of School Psychology, 8(4), 251–258. https://doi.org/10.1016/00224405(70)90001-4
Blair, C., & Diamond, A. (2008). Biological processes in prevention and intervention: Tthe
promotion of self-regulation as a means of preventing school failure. Development and
Psychopathology, 20, 899–911. https://doi.org/doi:10.1017/S0954579408000436
Bohanon, H. S., Wu, M.-J., Kushki, A., LeVesseur, C., Harms, A., Vera, E., Carlson-Sanei, J., &
Shriberg, D. (2021). The role of school improvement planning in the implementation of MTSS in
secondary schools. Preventing School Failure: Alternative Education for Children and Youth,
65(3), 230–242. https://doi.org/10.1080/1045988x.2021.1908215
Bowlby, J. (1969). Attachment and loss (Vol. 1). Hogarth Press.
Bradshaw, C. P., Koth, C. W., Thornton, L. A., & Leaf, P. J. (2008). Altering school climate
through school-wide positive behavioral interventions and supports: Findings from a grouprandomized effectiveness trial. Prevention Science, 10(2), 100–115.
https://doi.org/10.1007/s11121-008-0114-9



126


Braun, G., Kumm, S., Brown, C., Walte, S., Hughes, M. T., & Maggin, D. M. (2020). Living in
Tier 2: Eeducators’ perceptions of MTSS in urban schools. International Journal of Inclusive
Education, 24(10), 1114–1128.

https://doi.org/10.1080/13603116.2018.1511758

Briesch, A. M., Chafouleas, S. M., Nissen, K., & Long, S. (2020). A review of state-level
procedural guidance for implementing multitiered systems of support for behavior (MTSS-B).
Journal of Positive Behavior Interventions, 22(3), 131–144.
https://doi.org/10.1177/1098300719884707
Brophy, J. (1988). Educating teachers about managing classrooms and students. Teaching and
Teacher Education, 4, 1–18. https://doi.org/10.1016/0742-051x(88)90020-0
Brown-Chidsey, R., & Bickford, R. (2016). Practical handbook of multi-tiered systems of
support: Building academic and behavioral success in schools. The Guilford Press.
Butler, A., & Monda-Amaya, L. (2016). Preservice teachers’ perceptions of challenging
behavior. Teacher Education and Special Education: The Journal of the Teacher Education
Division of the Council for Exceptional Children, 39(4), 276–292.
https://doi.org/10.1177/0888406416654212
Button, G., & Lee, J. (1987). Talk and Social Organisation (Intercommunication). Multilingual
Matters.
Cadima, J., Verschueren, K., Leal, T., & Guedes, C. (2016). Classroom interactions, dyadic
teacher-–child relationships, and self-–regulation in socially disadvantaged young children.
Journal of Abnormal Child Psychology, 44(1), 7–17. https://doi.org/10.1007/s10802-015- 0060-5
Chang, H., Olson, S. L., Sameroff, A. J., & Sexton, H. R. (2011). Child effortful control as a
mediator of parenting practices on externalizing behavior: Evidence for a sex-



127


differentiated pathway across the transition from preschool to school. Journal of
Abnormal Child Psychology, 39, 71–81. https://doi.org/10.1007/s10802-010-9437-7
Chang, M.-L., & Davis, H. A. (2009). Understanding the role of teacher appraisals in shaping the
dynamics of their relationships with students: Deconstructing teachers’ judgments of disruptive
behavior/students. Advances in Teacher Emotion Research, 9(4), 95–127.
https://doi.org/10.1007/978-1-4419-0564-2_6
Charlton, C. T., Sabey, C. V., Young, E. L., & Moulton, S. E. (2020). Interpreting critical
incidents in implementing a multi-tiered system of supports through an active
implementation framework. Exceptionality, 28(3), 161–175.
https://doi.org/10.1080/09362835.2020.1727332
Chang, H., Olson, S. L., Sameroff, A. J., & Sexton, H. R. (2011). Child effortful control as a
mediator of parenting practices on externalizing behavior: evidence for a sex-differentiated
pathway across the transition from preschool to school. Journal of Abnormal Child Psychology,
39, 71-81. doi: 10.1007/s10802-010-9437-7
Connelly, L. M. (2016). Trustworthiness in qualitative research. Medsurg Nursing, 25(6), 435–
C436.
Cooper, J. O., Heron, T. E., & Heward, W. L. (2007). Applied behavior analysis. Pearson
Education, Inc.
Cope, D. G. (2014). Methods and meanings: Credibility and trustworthiness of qualitative
research. Oncology Nursing Forum, 41(1), 89–91. https://doi.org/10.1188/14.onf.89-91
Coşkun, K. (2019). Conditioning tendency among preschool and primary school children: Crosssectional research. Interchange, 50(4), 517–536. https://doi.org/10.1007/s10780-01909373-1



128


Creswell, J. W. (2015). A concise introduction to mixed methods research. SAGE Publications.
Creswell, J. W., Hanson, W. E., Clark Plano, V. L., & Morales, A. (2007). Qualitative research
designs: Selection and implementation. The Counseling Psychologist, 35(2), 236–264.
https://doi.org/10.1177/0011000006287390
Creswell, J. W. & Poth, C. N. (2018). Qualitative inquiry & research design: Choosing among
five approaches (4th ed.). Thousand Oaks, California: Sage Publications. ISBN:
9781506330204.
Creswell, J. W. (2015). A concise introduction to mixed methods research. Thousand Oaks, CA:
SAGE Publications, Inc.
Crosnoe, R., Johnson, M. K., & Elder, G. H. (2004). Intergenerational bonding in school: The
behavioral and contextual correlates of student-teacher relationships. Sociology of
Education, 77(1), 60–81. https://doi.org/10.1177/003804070407700103
Crowe, S., Cresswell, K., Robertson, A., Huby, G., Avery, A., & Sheikh, A. (2011). The case
study approach. BMC Medical Research Methodology, 11(1), Article 100.
https://doi.org/10.1186/1471-2288-11-100
Cruzes, D. S., Dybå, T., Runeson, P., & Höst, M. (2015). Case studies synthesis: A thematic,
cross-case, and narrative synthesis worked example. Empirical Software Engineering, 20(6),
1634–1665. https://doi.org/10.1007/s10664-014-9326-8
Cumming, M. M., Bettini, E., Pham, A. V., & Park, J. (2019). School, classroom, and dyadiclevel experiences: A literature review of their relationship with students’ executive functioning
development. Review of Educational Research, 90(1), 47–94.
https://doi.org/10.3102/0034654319891400



129


Daunic, A., Corbett, N., Smith, S., Barnes, T., Santiago-Poventud, L., Chalfant, P., Pitts, D., &
Gleaton, J. (2013). Brief report: Integrating social-emotional learning with literacy instruction:
An intervention for children at risk for emotional and behavioral disorders. Behavioral
Disorders, 39(1), 43–51. https://doi.org/10.1177/019874291303900106
Davis, H. A. (2006). Exploring the contexts of relationship quality between middle school
students and teachers. The Elementary School Journal, 106(3), 193–223.
https://doi.org/10.1086/501483
Demir, S. (2009). Teacher perceptions of classroom management and problematic behaviors in
primary schools. Procedia - Social and Behavioral Sciences, 1(1), 584–589.
https://doi.org/10.1016/j.sbspro.2009.01.105
Dinsmore, D. L. (2017). Examining the ontological and epistemic assumptions of research on
metacognition, self-regulation and self-regulated learning. Educational Psychology, 37(9), 1125–
1153. https://doi.org/10.1080/01443410.2017.1333575
Draper, E. A. (2020). Individual education programs: What music teachers need to know when
working with students with disabilities. General Music Today, 33(3), 42–45.
https://doi.org/10.1177/1048371320902754
Weyandt, L. L., & Janusis, G. M. (2011). ADHD in the classroom: Effective

intervention

strategies. Theory into Practice, 50(1), 35–42.
https://doi.org/10.1080/00405841.2011.534935
Ebneyamini, S. E., & Reza Sadeghi Moghadam, M. (2018). Toward developing a framework for
conducting case study research. International Journal of Qualitative Methods, 17, 1–11.
https://doi.org/https://doi.org/10.1177/1609406918817954



130


Elliott, R. (1999). Editor’s introduction to special issue on qualitative psychotherapy research:
Definitions, themes and discoveries. Psychotherapy Research, 9(3), 251–257.
https://doi.org/10.1093/ptr/9.3.251
Erikson, K. H. (2013). Choice theory: A simple introduction. Create Space Independent.
Fallon, L. M., Collier-Meek, M. A., & Kurtz, K. D. (2019). Feasible coaching supports to
promote teachers’ classroom management in high-need settings: An experimental single case
design study. School Psychology Review, 48(1), 3–17. https://doi.org/10.17105/spr-

2017-

0135.v48-1
Flowerday T. & Schraw G. (2003). Effect of choice on cognitive and affective engagement.
Journal of Educational Research, Vol. 96, 207 -215. https://doi.org/
10.1080/00220670309598810
Finn, J. D., & Zimmer, K. S. (2012). Student engagement: What is it? Wwhy does it matter? In
S. Christenson, A. Reschly, & C. Wylie (Eds.), Handbook of rResearch on student
engagement (pp. 97–131). https://doi.org/10.1007/978-1-4614-2018-7_5
Firdausiah Mansur, A. B., & Yusof, N. (2013). Social learning network analysis model to
identify learning patterns using ontology clustering techniques and meaningful learning.
Computers & Education, 63, 73–86. https://doi.org/10.1016/j.compedu.2012.11.011
Flowerday, T., & Schraw, G. (2003). Effect of choice on cognitive and affective engagement.
Journal of Educational Research, 96, 207–215. https://doi.org/10.1080/00220670309598810
Fredricks, J. A., Blumenfeld, P. C., & Paris, A. H. (2004). School engagement: Potential of the
concept, state of the evidence. Review of Educational Research, 74(1), 59–109.
https://doi.org/10.3102/00346543074001059



131


Fredricks, J. A., Filsecker, M., & Lawson, M. A. (2016). Student engagement, context, and
adjustment: Addressing definitional, measurement, and methodological issues. Learning and
Instruction, 43, 1–4. https://doi.org/10.1016/j.learninstruc.2016.02.002
Freeman, J., Simonsen, B., Briere, D. E., & MacSuga-Gage, A. S. (2014). Pre-service teacher
training in classroom management. Teacher Education and Special Education: The Journal of
the Teacher Education Division of the Council for Exceptional Children, 37(2), 106–120.
https://doi.org/10.1177/0888406413507002
Freeman, J., Sugai, G., Simonsen, B., & Everett, S. (2017). MTSS coaching: Bridging knowing
to doing. Theory Into Practice, 56(1), 29–37.
https://doi.org/10.1080/00405841.2016.1241946
Frey, L. M., & Wilhite, K. (2005). Our five basic needs: Application for the understanding the
function of behavior. Intervention in School and Clinic, 40(3), 156–160.
https://doi.org/10.1177/10534512050400030401
Gardner, T. W., Dishion, T. J., & Connell, A. M. (2008). Adolescent self-regulation as resilience:
Resistance to antisocial behavior within the deviant peer context. Journal of Abnormal Child
Psychology, 36(2), 273–284. https://doi.org/10.1007/s10802-007-9176-6
Gargiulo, R. M., & Metcalf, D. J. (2017). Teaching in today’s inclusive classrooms: A universal
design for learning approach (3rd ed.). Cengage Learning.
Glasser, W. (1986). Choice tTheory in the cClassroom. Harper Perennial.
Glasser, W. (1998). Choice theory: A new psychology of personal freedom. Harper Collins.
Glasser, W., & Glasser, C. (2010). The language of choice theory. HarperCollins e-books.
Green, A. L., Ferrante, S., Boaz, T. L., Kutash, K., & Wheeldon‐Reece, B. (2021). Social and
emotional learning during early adolescence: Effectiveness of a classroom‐based sel SEL



132


program for middle school students. Psychology in the Schools, 58(6), 1056–1069.
https://doi.org/10.1002/pits.22487
Greenwood, C. R., Beecher, C., Atwater, J., Petersen, S., Schiefelbusch, J., & Irvin, D. (2017).
An eEco behavioral analysis of child academic engagement: Implications for preschool
children not responding to instructional intervention. Topics in Early Childhood Special
Education, 37(4), 219–233. https://doi.org/10.1177/0271121417741968
Hagenauer, G., Hascher, T., & Volet, S. E. (2015). Teacher emotions in the classroom:
Aassociations with students’ engagement, classroom discipline and the interpersonal teacherstudent relationship. European Journal of Psychology of Education, 30(4), 385–403.
https://doi.org/10.1007/s10212-015-0250-0
Hamel, J., Dufour, S., & Fortin, D. (1993). Case study methods.: Sage.
Hargreaves, A. (2000). Mixed emotions: Teachers’ perceptions of their interactions with
students. Teaching and Teacher Education, 16(8), 811–826. https://doi.org/10.1016/s0742051x(00)00028-7
Hart, S. C., & DiPerna, J. C. (2017). Teacher beliefs and responses toward student misbehavior:
Influence of cognitive skill deficits. Journal of Applied School Psychology, 33(1), 1–15.
https://doi.org/10.1080/15377903.2016.1229705
Hickey, G., McGilloway, S., Hyland, L., Leckey, Y., Kelly, P., Bywater, T., Comiskey, C.,
Lodge, A., Donnelly, M., & O’Neill, D. (2017). Exploring the effects of a universal classroom
management training programme on teacher and child behaviour: A group randomized
controlled trial and cost analysis. Journal of Early Childhood Research, 15(2), 174–194.
https://doi.org/10.1177/1476718x15579747



133


Hirschfield, P. J., & Gasper, J. (2011). The relationship between school engagement and
delinquency in late childhood and early adolescence. Journal of Youth and Adolescence,
40(1), 3–22. https://doi.org/10.1007/s10964-010-9579-5
Hirschi, T. (1969). Causes of delinquency. University of California Press.
Hsieh, T.-L. (2014). Motivation matters? The relationship among different types of learning
motivation, engagement behaviors and learning outcomes of undergraduate students in Taiwan.
Higher Education, 68(3), 417–433. https://doi.org/10.1007/s10734-014-9720-6
Jeloudar, S. Y., & Yunus, A. S. (2011). Exploring the relationship between teachers’ social
intelligence and classroom discipline strategies. International Journal of Psychological Studies,
3(2), 149–155. https://doi.org/10.5539/ijps.v3n2p149
Jennings, P. A., & Greenberg, M. T. (2009). The prosocial classroom: Teacher social and
emotional competence in relation to student and classroom outcomes. Review of Educational
Research, 79(1), 491–525. https://doi.org/10.3102/0034654308325693
Jones, V. (2006). How do teachers learn to be effective classroom managers? In C. M. Evertson,
& C. S. Weinstein (Eds.), Handbook of classroom management:. Research, practice and
contemporary issues (pp. 887–907). Mahwah, NJ: Lawrence Erlbaum Associates.
Kennedy, Y., Flynn, N., O’Brien, E., & Greene, G. (2021). Exploring the impact of incredible
years teacher classroom management training on teacher psychological outcomes.
Educational Psychology in Practice. 37(2), 1–19.
https://doi.org/10.1080/02667363.2021.1882944
Kozulin, A. (2007). Vygotsky’s educational theory in cultural context. Cambridge University
Press.



134


Kurth, J. A., Ruppar, A. L., Toews, S. G., McCabe, K. M., McQueston, J. A., & Johnston, R.
(2019). Considerations in placement decisions for students with extensive support needs: An
analysis of LRE statements. Research and Practice for Persons with Severe Disabilities, 44(1),
3–19. https://doi.org/10.1177/1540796918825479
Kwok, A. (2017). Relationships between instructional quality and classroom management for
beginning urban teachers. Educational Researcher, 46(7), 355–365.
https://doi.org/10.3102/0013189x17726727
Langenkamp, A. G. (2010). Academic vulnerability and resilience during the transition to high
school. Sociology of Education, 83(1), 1–19. https://doi.org/10.1177/0038040709356563
Larson, K. E., Pas, E. T., Bradshaw, C. P., Rosenberg, M. S., & Day-Vines, N. L. (2018).
Examining how proactive management and culturally responsive teaching relate to student
behavior: Implications for measurement and practice. School Psychology Review, 47(2), 153–
166. https://doi.org/10.17105/spr-2017-0070.v47-2
Leininger, M. (1994). Evaluation criteria and critique of qualitative and interpretive research.
Qualitative Inquiry, 1, 275–279.
Li, Y., & Lerner, R. M. (2011). Trajectories of school engagement during adolescence:
Implications for grades, depression, delinquency, and substance use. Developmental Psychology,
47(1), 233–247. https://doi.org/10.1037/a0021307
Lim, S. (2020). The capabilities approach to inclusive education: Re-envisioning the individuals
with disabilities education act’s least restrictive environment. Disability & Society, 35(4),
570–588. https://doi.org/10.1080/09687599.2019.1649119
Lopes, P. N., Mestre, J. M., Guil, R., Kremenitzer, J. P., & Salovey, P. (2012). The role of
knowledge and skills for managing emotions in adaptation to school: Social behavior and



135


misconduct in the classroom. American Educational Research Journal, 49(4), 710–742.
https://doi.org/10.3102/0002831212443077
MacSuga-Gage, A. S., & Gage, N. A. (2015). Student-level effects of increased teacher-directed
opportunities to respond. Journal of Behavioral Education, 24(3), 273–288.
https://doi.org/10.1007/s10864-015-9223-2
Marsh, R. J., & Mathur, S. R. (2020). Mental health in schools: An overview of multitiered
systems of support. Intervention in School and Clinic, 56(2), 67–73.
https://doi.org/10.1177/1053451220914896
Marzano, R. J., Marzano, J. S., & Pickering, D. J. (2003). Classroom management that works:
Research-based strategies for every teacher. Association for Supervision and Curriculum
Development.
McCart, A., & Miller, D. (2020). Leading equity based MTSS for all students. Corwin.
McClelland, M. M., & Cameron, C. (2012). Self-regulation in early childhood: Iimproving
conceptual clarity and developing ecologically valid measures. Child Development
Perspectives, 6, 136–-142. https://doi.org/doi: 10.1111/j.1750- 8606.2011.00191.x
McKenna, J. W., & amp; Brigham, F. J. (2019). More than de minimis: FAPE in the POST post
Endrew F. ERAera. Behavior Modification, 45(1), 3–12.
https://doi.org/10.1177/0145445519880836
McLeskey, J., Landers, E., Williamson, P., & Hoppey, D. (2010). Are we moving toward
educating students with disabilities in less restrictive settings? The Journal of Special Education,
46(3), 131–140. https://doi.org/10.1177/0022466910376670
Milner, H. R., & Tenore, F. B. (2010). Classroom management in diverse classrooms. Urban
Education, 45(5), 560–603. https://doi.org/10.1177/0042085910377290



136


Mitchell, B. S., Hatton, H., & Lewis, T. J. (2018). An examination of the evidence-base of
school- wide positive behavior interventions and supports through two quality appraisal
processes. Journal of Positive Behavior Interventions, 20(4), 239–250.
Morgan, S. J., Pullon, S. R., Macdonald, L. M., McKinlay, E. M., & Gray, B. V. (2016). Case
study observational research: A framework for conducting case study research where observation
data are the focus. Qualitative Health Research, 27(7), 1060–1068.
https://doi.org/10.1177/1049732316649160
Morrison, J. Q., Newman, D. S., & Erickson, A. G. (2020). Process evaluation of literacy
practices within a multi-tiered system of supports framework. Journal of Applied School
Psychology, 37(2), 140–164. https://doi.org/10.1080/15377903.2020.1804030
Morris-Rothschild, B. K., & Brassard, M. R. (2006). Teachers’ conflict management styles: The
role of attachment styles and classroom management efficacy. Journal of School Psychology, 44,
105–121.
Naclerio, M. A. (2017). Accountability through procedure? Rethinking charter school
accountability and special education rights. Columbia Law Review, 117(5), 1153–1189.
Nelson, R. O. (1974). An expanded scope for behavior modification in school settings. Journal
of School Psychology, 12(4), 276–287. https://doi.org/10.1016/0022-4405(74)90047-8
Nemer, S. L., Sutherland, K. S., Chow, J. C., & Kunemund, R. L. (2019). A systematic literature
review identifying dimensions of teacher attributions for challenging student behavior.
Education and Treatment of Children, 42(4), 557–578.
https://doi.org/10.1353/etc.2019.0026



137


Nie, Y., & Lau, S. (2009). Complementary roles of care and behavioral control in classroom
management: The self-determination theory perspective. Contemporary Educational
Psychology, 34(3), 185–194. https://doi.org/10.1016/j.cedpsych.2009.03.001
Nizielski, S., Hallum, S., Lopes, P. N., & Schütz, A. (2012). Attention to student needs mediates
the relationship between teacher emotional intelligence and student misconduct in the classroom.
Journal of Psychoeducational Assessment, 30(4), 320–329.
https://doi.org/10.1177/0734282912449439
Oliver, R. M., & Reschly, D. J. (2010). Special education teacher preparation in classroom
management: Implications for students with emotional and behavioral disorders. Behavioral
Disorders, 35(3), 188–199. https://doi.org/10.1177/019874291003500301
Osher, D., Sprague, J., Weissberg, R. P., Axelrod, J., Keenan, S., Kendziora, K., et al. (2007). A
comprehensive approach to promoting social, emotional, and academic growth in contemporary
schools. In A. Thomas & J. Grimes (Eds.), Best practices in school psychology (Vol. 5, 5th ed.,
pp. 1263–1278). Bethesda, MD: National Association of School Psychologists.
Packer, M. J., & Goicoechea, J. (2000). Sociocultural and constructivist theories of learning:
Ontology, not just epistemology. Educational Psychologist, 35(4), 227–241.
https://doi.org/10.1207/s15326985ep3504_02
Parker, J., Zaboski, B., & Joyce-Beaulieu, D. (2016). School-based cognitive-behavioral therapy
for an adolescent presenting with ADHD and explosive anger: A case study. Contemporary
School Psychology, 20(4), 356–369. https://doi.org/10.1007/s40688-016-0093-y
Paularinne, R. P. (2007). An exploration of William Glasser’s choice theory in classroom
management [Master’s (thesis, Lakehead University]. Lakehead University Knowledge
Commons. https://knowledgecommons.lakeheadu.ca/handle/2453/3747



138


Perry, C., & Ball, I. (2007). Dealing constructively with negatively evaluated emotional
situations: the key to understanding the different reactions of teachers with high and low
levels of emotional intelligence. Social Psychology of Education, 10(4), 443–454.
https://doi.org/10.1007/s11218-007-9025-z
Pianta, R. C. (1999b). Supporting teachers: The key to affecting child-teacher relationships. In R.
C. Pianta (Ed.), Enhancing relationships between children and teachers (pp. 125–146).
Washington: American Psychological Association.
Pianta, R. C. (2006). Classroom management and relationships between children and teachers:
Implications for research and practice. In C. S. Weinstein & C. M. Evertson
(Eds.), Handbook of classroom management: Research, practice, and contemporary
issues (Vol. viii, pp. 685–709). Lawrence Erlbaum Associates Publishers.
Pianta, R. C., Hamre, B., & Stuhlman, M. (2003). Relationships between teachers and children.
In W. M. Reynolds & G. E. Miller (Eds.), Handbook of psychology: Educational
psychology (Vol. 7, pp. 199–234). Hoboken: Wiley.
Piwowar, V., Thiel, F., & Ophardt, D. (2013). Training inservice teachers’ competencies in
classroom management. A quasi-experimental study with teachers of secondary schools.
Teaching and Teacher Education, 30, 336–345.

https://doi.org/10.1016/j.tate.2012.09.007

Platt, J. (2018). How far does choice theory succeed, within classics, as a form of differentiation
in the classroom? Journal of Classics Teaching, 19(37), 10–16.
https://doi.org/10.1017/s2058631018000028
Pullen, P. C., van Dijk, W. van, Gonsalves, V. E., Lane, H. B., & Ashworth, K. E. (2018). RTI
and MTSS: Response to intervention and multi-tiered systems of support. In P. C. Pullen & M. J.



139


Kennedy (Eds.), Handbook of response to intervention and multi-tiered systems of support (pp.
5–10). Routledge. https://doi.org/10.4324/9780203102954-2
Quin, D. (2016). Longitudinal and contextual associations between teacher-–student
relationships and student engagement. Review of Educational Research, 87(2), 345–387.
https://doi.org/10.3102/0034654316669434
Rilling, M. (2000). How the challenge of explaining learning influenced the origins and
development of John B. Watson's behaviorism. The American Journal of Psychology,
113(2), 275. https://doi.org/10.2307/1423731
Romi, S., Salkovsky, M., & Lewis, R. (R. (2016). Reasons for aggressive classroom
management and directions for change through teachers’ professional development programs.
Journal of Education for Teaching, 42(2), 173–187.
https://doi.org/10.1080/02607476.2016.1144633
Rooney, E. J. (2018). Considering the costs: Adopting a judicial test for the least restrictive
environment mandate of the individuals with disabilities act. Journal of Legislation, 45(2),
Article 7. https://scholarship.law.nd.edu/jleg/vol45/iss2/7 https://doi.org/ISSN: 0146-9584, 25784463
Roorda, D. L., Koomen, H. M., Spilt, J. L., & Oort, F. J. (2011). The influence of affective
teacher-–student relationships on students’ school engagement and achievement: A meta-analytic
approach. Review of Educational Research, 81(4), 493–529.
https://doi.org/10.3102/0034654311421793
Rutledge, S. A., Cohen-Vogel, L., Osborne-Lampkin, L. T., & Roberts, R. L. (2015).
Understanding effective high schools: Evidence for personalization for academic and social



140


emotional learning. American Educational Research Journal, 52(6), 1060–1092.
https://doi.org/10.3102/0002831215602328
Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic
motivation, social development, and well-being. American Psychologist, 55(1), 68–78.
https://doi.org/10.1037/0003-066x.55.1.68
Sailor, W., McCart, A. B., & Choi, J. H. (2018). Reconceptualizing Inclusive Education Through
Multi-Tiered System of Support. Inclusion, 6(1), 3–18. https://doi.org/10.1352/23266988-6.1.3
Sailor, W., Skrtic, T. M., Cohn, M., & Olmstead, C. (2021). Preparing teacher educators for
statewide scale-up of multi-tiered system of support (MTSS). Teacher Education and
Special Education: The Journal of the Teacher Education Division of the Council for
Exceptional Children, 44(1), 24–41. https://doi.org/10.1177/0888406420938035
Sandelowski, M. (1986). The problem of rigor in qualitative research. Advances in Nursing
Science, 8(3), 27–37. https://doi.org/10.1097/00012272-198604000-00005
Scherzinger, M., & Wettstein, A. (2019). Classroom disruptions, the teacher-–student
relationship and classroom management from the perspective of teachers, students and external
observers: Aa multimethod approach. Learning Environments Research, 22(1), 101–116.
https://doi.org/10.1007/s10984-018-9269-x
Scott, T. M., Gage, N. A., Hirn, R. G., Lingo, A. S., & Burt, J. (2019). An examination of the
association between MTSS implementation fidelity measures and student outcomes. Preventing
School Failure: Alternative Education for Children and Youth, 63(4), 308–316.
https://doi.org/10.1080/1045988x.2019.1605971



141


Sibley, C. G., & Duckitt, J. (2008). Personality and prejudice: A meta-analysis and theoretical
review. Personality and Social Psychology Review, 12(3), 248–279.
https://doi.org/10.1177/1088868308319226
Skiba, R. J., Simmons, A. B., Ritter, S., Gibb, A. C., Rausch, M. K., Cuadrado, J., & Chung, C.G. (2008). Achieving equity in special education: History, status, and current challenges.
Exceptional Children, 74(3), 264–288. https://doi.org/10.1177/001440290807400301
Skinner, E. A., & Pitzer, J. R. (2012). Developmental dynamics of student engagement, coping,
and everyday resilience. In S. L. Christenson, A. L. Reschly, & C. Wylie (Eds.), Handbook of
research on student engagement (pp. 21–44). https://doi.org/10.1007/978-1-4614-2018-7_2
Smith, J. A., & Osborn, M. (2015). Interpretative phenomenological analysis as a useful
methodology for research on the lived experience of pain. British Journal of Pain, 9(1), 41–42.
https://doi.org/10.1177/2049463714541642
Snyder, J., Low, S., Schultz, T., Barner, S., Moreno, D., Garst, M., Leiker, R., Swink, N., &
Schrepferman, L. (2011). The impact of brief teacher training on classroom management and
child behavior in at-risk preschool settings: Mediators and treatment utility. Journal of Applied
Developmental Psychology, 32(6), 336–345. https://doi.org/10.1016/j.appdev.2011.06.001
Sobeck, E. E., & Reister, M. (2020). Preventing challenging behavior: 10 behavior management
strategies every teacher should know. Preventing School Failure: Alternative Education for
Children and Youth, 65(1), 70–78. https://doi.org/10.1080/1045988x.2020.1821347
Sonju, B., Kramer, S. V., Mattos, M. A., & Buffum, A. (2019). Best practices at tier 2:
Supplemental interventions for additional student support, secondary. Solution Tree Press.



142


Spilt, J. L., Koomen, H. M., & Thijs, J. T. (2011). Teacher wellbeing: The importance of
teacher–student relationships. Educational Psychology Review, 23(4), 457–477.
https://doi.org/10.1007/s10648-011-9170-y
Splett, J. W., Trainor, K. M., Raborn, A., Halliday-Boykins, C. A., Garzona, M. E., Dongo, M.
D., & Weist, M. D. (2018). Comparison of universal mental health screening to students already
receiving intervention in a multitiered system of support. Behavioral Disorders, 43(3), 344–356.
https://doi.org/10.1177/0198742918761339
Stake, R. E. (1995). The art of case study research. Sage.
Stake, R. E. (2015). Multiple case study aAnalysis. The Guilford Press.
Stake, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage.
Steinberg, L. D., Brown, B. B., & Dornbusch, S. M. (1997). Beyond the classroom: Why school
reform has failed and what parents need to do. Simon & Schuster.
Stoller, A. (2018). Dewey’s creative ontology. Journal of Thought, 52(3–4), 47–64.

Sugai, G., & Horner, R. H. (2008). What we know and need to know about preventing problem
behavior in schools. Exceptionality, 16(2), 67–77. https://doi.org/10.1080/09362830801981138
Sugai, G., & Horner, R. H. (2009). Responsiveness-to-intervention and school-wide positive
behavior supports: Integration of multi-tiered system approaches. Exceptionality, 17(4), 223–
237. https://doi.org/10.1080/09362830903235375
Taber, K. S. (2014). Methodological issues in science education research: A perspective from the
philosophy of science. In M. R. Matthews (Ed.), International handbook of research in history,
philosophy and science teaching (pp. 1839–1893). Springer. https://doi.org/10.1007/978-94-0077654-8_57



143


Tessier, S. (2012). From field notes, to transcripts, to tape recordings: Evolution or combination?
International Journal of Qualitative Methods, 11(4), 446–460.
https://doi.org/10.1177/160940691201100410
Theelen, H., Van Den Beemt, A., &amp; den Brok, P. den. (2019). Classroom simulations in
teacher education to support preservice teachers’ interpersonal competence: A systematic
literature review. Computers &amp; Education, 129, 14–26.
https://doi.org/10.1016/j.compedu.2018.10.015
Thomas, E., & Magilvy, J. K. (2011). Qualitative rigor or research validity in qualitative
research. Journal for Specialists in Pediatric Nursing, 16(2), 151–155.
https://doi.org/10.1111/j.1744-6155.2011.00283.x
Thurmond, V. A. (2001). The point of triangulation. Journal of Nursing Scholarship, 33(3).
Tsouloupas, C. N., Carson, R. L., Matthews, R., Grawitch, M. J., & Barber, L. K. (2010).
Exploring the association between teachers’ perceived student misbehavior and emotional
exhaustion: Tthe importance of teacher efficacy beliefs and emotion regulation. Educational
Psychology, 30(2), 173–189. https://doi.org/10.1080/01443410903494460
Valente, S., Monteiro, A. P., & Lourenço, A. A. (2018). The relationship between teachers’
emotional intelligence and classroom discipline management. Psychology in the Schools, 56(5),
741–750. https://doi.org/10.1002/pits.22218
Verlenden, J., Naser, S., and & Brown, J. (2020). Steps in the implementation of universal
screening for behavioral and emotional risk to support multi-tiered systems of support: Two case
studies. Journal of Applied School Psychology, 37(1), 69–107.
https://doi.org/10.1080/15377903.2020.1780660



144


Vygotsky, L. S. (1978). Mind in society: Development of higher psychological processes.
Harvard UP.
Wang, M.-T., & Fredricks, J. A. (2014). The reciprocal links between school engagement, youth
problem behaviors, and school dropout during adolescence. Child Development, 85(2), 722–737.
https://doi.org/10.1111/cdev.12138
Weber, K. E., Gold, B., Prilop, C. N., & Kleinknecht, M. (2018). Promoting pre-service teachers’
professional vision of classroom management during practical school training: Effects of a
structured online- and video-based self-reflection and feedback intervention. Teaching and
Teacher Education, 76, 39–49. https://doi.org/10.1016/j.tate.2018.08.008
Wegerif, R. (2008). Dialogic or dialectic? The significance of ontological assumptions in
research on educational dialogue. British Educational Research Journal, 34(3), 347–361.
https://doi.org/10.1080/01411920701532228
Wesley, D., & Vocke, D. (1992, February 15–19). Classroom discipline and teacher education
[Paper presentation]. Annual Meeting of the Association of Teacher Educators, Orlando, FL,
United States..
Whitlock, J. L. (2006). Youth perceptions of life at school: Contextual correlates of school
connectedness in adolescence. Applied Developmental Science, 10(1), 13–29.
https://doi.org/10.1207/s1532480xads1001_2
Woodcock, S., & Reupert, A. (2012). A cross-sectional study of student teachers’ behaviour
management strategies throughout their training years. The Australian Educational Researcher,
39(2), 159–172. https://doi.org/10.1007/s13384-012-0056-x
Woodcock, S., & Reupert, A. (2013). Does training matter? Comparing the behavior
management strategies of teacher education students’ teachers in a four-year program and those



145


in a one-year program. Asia-Pacific Journal of Teacher Education, 41(1), 84–-98.
https://doi.org/10.1080/1359866X.2012.753991
Wubbolding, R. E. (2015). The voice of William Glasser: Accessing the continuing evolution of
reality therapy. Journal of Mental Health Counseling, 37(3), 189–205.
https://doi.org/10.17744/mehc.37.3.01
Ye, X., Liu, P.-F., Lee, X.-Z., Zhang, Y.-Q., & Chiu, C.-K. (2019). Classroom misbehavior
management: An SVVR-based training system for preservice teachers. Interactive Learning
Environments, 29(1), 112–129.

https://doi.org/10.1080/10494820.2019.1579235

Yell, M. L., Rogers, D., & Rogers, E. L. (1998). The legal hHistory of special eEducation.
Remedial and Special Education, 19(4), 219–228.
https://doi.org/10.1177/074193259801900405
Yennurajalingam, S., & Bruera, E. (2016). Assessment / mMultidimensional assessment. In
Oxford American handbook of hospice and palliative medicine and supportive care (2nd
ed., p. 8). essay, Oxford University Press.
Yin, R. K. (2003). Case study research: Design and methods (3rd ed.). Thousand Oaks, CA:
Sage.
Yin, R. K. (2018). Case study research and applications: Ddesign and methods. SAGE.
Ziebland, S., & McPherson, A. (2006). Making sense of qualitative data analysis: An
introduction with illustrations from DIPEx (personal experiences of health and illness).
Medical Education, 40(5), 405–414. https://doi.org/10.1111/j.1365-2929.2006.02467.x
Zirkel, P. A. (2013). Is it time for elevating the standard for FAPE under IDEA? Exceptional
Children, 79(4), 497–508. https://doi.org/10.1177/001440291307900407



146




147


APPENDIX A
Research Site Approval



148


Appendix A



149


APPENDIX B
IRB Approval



150


APPENDIX C
Code Definitions
Code

Definition
Corrective measures or techniques used to remedy speech or
Corrective behavior language actions from a student
Behavior or speech that could potentially lead to a negative,
Disrespect towards adults
unpleasant, or uncomfortable interaction
Ignoring behavior
Inappropriate conversation
Instructional/Informational
Negative comment from
student
Negative comment from
teacher
Off task conversation
Positive comment

Not correcting off task or out of control student behavior
Conduct that is unwarranted and is universally understood to be
demeaning, belittling, or offensive
Giving direct instruction or providing information relating to
direct instruction
Unpleasant or unfavorable comment from a student
Unpleasant or unfavorable comment from a teacher
Conversation not pertaining to classroom direct instruction or
group activity

Relating to students/slang

Expressing happiness or approval to a student’s words or actions
Using popular references, expressions, or speech in an attempt to
relate to students

Sarcasm

Humor that is often satirical or ironic

Teacher apology

Admission or error from the teacher

Verbal praise

Using an expression of approval for student words or behaviors
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